Becoming a teacher : an ethnographic study by Stowell, Marie
University of Warwick institutional repository: http://go.warwick.ac.uk/wrap
A Thesis Submitted for the Degree of PhD at the University of Warwick
http://go.warwick.ac.uk/wrap/34716
This thesis is made available online and is protected by original copyright.
Please scroll down to view the document itself.
Please refer to the repository record for this item for information to help you to
cite it. Our policy information is available from the repository home page.
Becoming a Teacher	 an ethnographic study
Volume I of II
MARIE ANN STOWELL, B Sc (Hons ), P C C E
THESIS SUBMITTED FOR THE DECREE OF DOCTOR OF
PHILOSOPHY, UNIVERSITY OF WARWICK, DEPARTMENT
OF SOCIOLOGY
JANUARY 1988
Page
vii
viii
xi
1
4
7
7
15
19
21
24
30
36
40
44
51
55
56
ii
TABLE OF CONTENTS
ACKNOWLEDGEMENTS
DECLARATION
SYNOPSIS
INTRODUCTION
Organisation of the thesis
CHAPTER 1
	
THE RESEARCH IN CONTEXT
The theoretical and conceptual
background to the study
The methodological background
to the study
Researching teachers, teaching
and teacher education
'Traditional' research on teachers
and teaching
Teacher education research the
black box tradition
Opening up the black box of
schools and classrooms
Lacey The socialisation of teachers
Teacher education research -
time to change direction'
New directions for research
Recent research directions
Conclusion
Notes
CHAPTER 2	 STUDYING TEACHER EDUCATION
AT HAYDON PARK COLLEGE
The college
The course
The tutors and students
57
57
60
63
79
80
86
91
97
100
101
107
116
132
134
137
138
140
145
150
155
158
162
169
172
175
179
183
iii
Page
69
70
74
76
77
78
The research techniques
Participant observation
Interviews
Documentary evidence
Conclusion
Notes
CHAPTER 3 THE OTHER SIDE OF THE DESK
Micro-teaching
Six micro-lessons
Teacher talk
Questioning
Resources and visual aids
Pedagogical perspectives
Modifying pedagogy the
tutors' perspective
Pedagogy redefined
Conclusion
Notes
CHAPTER 4 "REAL KIDS IN REAL CLASSROOMST'
The first school experience
Anticipatory socialisation
nerves and preparation
Anticipatory socialisation
potential critical incidents
Anticipatory socialisation
rumours and reputations
School experience as 'honeymoon'
School experience as 'crisis'
Reality shock
Displacing the blame
Criticising the teachers
Self-image, significant others
and negative reference groups
Conclusion
Notes
184
184
190
199
204
210
219
228
230
232
235
240
245
254
257
iv
Page
CHAPTER 5 LEARNING TO COPE NOISE
AND CONTROL
The student teacher's 'survival' problem
An ideology of control 'class management'
and 'fraternisation'
Control the problem
Control the problem of 'keeping 'em quiet'
Illegitimate pupil-initiated noise
Noise as an educational and social problem
Conclusion
Notes
NEGOTIATINGCHAPTER 6 LEARNING TO COPE
INITIAL ENCOUNTERS
A 'false situation'
The disciplinary illusion
The teaching 'battle'
Conclusion
Notes
CHAPTER 7	 LEARNING TO COPE IDEALISM
VERSUS PRAGMATISM
	
258
Strategies, perspectives and self
	
260
Managing the teacher role 	 263
Being a 'proper' teacher	 269
Pragmatic concerns coping
success and failure	 277
Maintaining commitment and self-esteem	 292
'Good' lessons open negotiation
and pupil enjoyment	 295
Conclusion	 308
Notes
	 310
CHAPTER 8 TEACHER EDUCATORS AND
THE HIDDEN PEDAGOGY
	
311
Teacher education and the hidden pedagogy 	 311
'Good' teachers	 314
Assessing teacher competence	 325
VPage
School experience schools	 340
'Matching' students and schools	 346
'Unsuitable for teaching'
	
357
Professional and personal
responsibilities	 364
Conclusion	 375
Notes
	 378
CHAPTER 9
	
STUDENT TEACHERS, TEACHERS
AND 'PROFESSIONALISM'
	
380
Powerlessness and accommodation	 381
Staffrooms	 388
Friendly and unfriendly staffrooms	 391
Teacher cynicism	 400
Justified and unjustified criticisms	 411
Communicating criticism 	 413
Constructive criticism 	 417
'Interference'
	
429
Resistance, accommodation
and 'professionalism'
	
439
Conclusion	 447
Notes
	 450
CONCLUSION
	
452
Perspectives	 452
Social context	 455
Coping identity and commitment	 459
Further research and policy implications	 464
APPENDIX
	
472
The fieldwork
	
472
Establishing a research project
death and evolution	 478
Negotiating access	 479
The first taste of fieldwork
	
482
vi
Page
Issues of selectivity and significance 	 486
Participant observation
research roles and relationships 	 491
Participant observation
substantive roles	 497
Assessing the data
quality versus bias	 501
Interviewing semi-structured
conversation	 506
Handling the data
	
513
Conclusion	 516
Notes	 517
BIBLIOGRAPHY	 518
vii
ACKNOWLEDGEMENTS
I am indebted to a number of people in preparing this
study	 I owe a special debt to the tutors and student
teachers who took part in the research, for their knowledge,
co-operation and time
I have been extremely fortunate to have Bob Burgess as
my Ph D supervisor	 Without his support and encourage-
ment throughout the research process, this study could not
have been completed	 I have learned much from him about
doing ethnographic research and writing it up 	 I have also
received helpful comments and encouragement from my
colleagues in the Sociology Department at ttllaydon Park
College"	 My thanks also to Valerie Campling for her
expert secretarial services
Finally I would like to thank Chris Halstead for his
unwavering moral support and his practical advice and
assistance
Viii
DECLARATION
Some of the material on micro-teaching and the analysis
of student teachers' micro-lessons in Chapter 4 has been
included in
Stowell, M (1985) Negotiating professional
socialisation	 the case of student teachers,
Warwick Working Papers in Sociology, No 9,
University of Warwick
ix
LIST OF TABLES
Page
Table 1
	 The analysis of micro-lessons
teaching points	 83
Table 2
	 The analysis of micro-lessons
the teaching process	 84
xLIST OF ILLUSTRATIONS
Figure 1 The relationship between use of notes
and resources in micro-lessons
	
94
Figure 2 The first school experience a model
	
180
Figure 3 The relationship between level, amount
and content of pupil-initiated noise
	
213
Figure 4 Staffroom ethos and support for student
teachers	 a basic typology	 397
xi
SYNOPSIS
This ethnographic study of the professional studies year
of a Bachelor of Education course in a College of Higher
Education aims to understand teacher education as a process of
professional socialisation	 The study starts from the
recognition that our present understanding of the process of
teacher socialisation is limited - theoretically, conceptually
and empirically - despite considerable recent developments in
the sociological understanding of school and classroom processes
By taking an interactionist/ethnographic approach to the study
of the process of becoming a teacher, attention is drawn to the
negotiated character of professional socialisation, and the
similarities and differences in student teachers' experiences
and perceptions of what it is to be a teacher	 The study is
concerned with the social processes and experiences of teacher
education	 the subjective perceptions, feelings, interests
and understandings of individuals and their creative and
strategic adaptations in response to perceived circumstances
The study finds student teachers actively constructing
perspectives, strategies and identities as potential teachers,
a process involving conflicts and contradictions, taking
place within a social context which imposes constraints on
individual action
	 Conceptualising the professional socialis-
ation process as a critical phase of 'survival' in which
student teachers must learn to cope, the study documents the
necessity for strategic negotiation, accommodation and
resistance to ensure success in the teacher education course
The particular difficulties of initial encounters with pupils
and student teacher's relationships with teachers on school
experience are discussed	 The study also examines the power
relations involved in teacher education, particularly those
concerning the 'hidden pedagogy' of control and its relation
to assessments of teacher competence
1INTRODUCTION
This study is about student teachers and college tutors
engaged in an initial teacher education course in a College
of Higher Education, referred to under the pseudonym of
Haydon Park College	 It sets out to open up the sociological
study of teacher education by drawing upon the theoretical
and conceptual insights generated by the application of inter-
actionist and phenomenological sociological perspectives and
the use of ethnographic approaches to the study of classroom
interaction and school processes	 The study seeks to analyse
the experLences, perceptions and intentions of student
teachers and their college tutors at a 'critical phase' of
teacher socialisation	 What is involved in becoming a
teacher'? How do student teachers perceive and experience
teaching'?
 How do they cope with the stresses and strains of
school and college life'? How do they relate to college
tutors, school teachers and pupils 9 What is 'competent'
teaching 9
 It is the purpose of this study to address such
questions in order to reveal something of the conflicts and
contradictions inherent in the process of teacher education
The research derives from personal and professional
interests in both teacher education and the sociology of
education, and a conviction that the latter can help us
understand aspects of the former	 As a recently-qualified
and inexperienced teacher about to embark on research in
1980, I was acutely aware of the limitations of my Own
professional socialisation sharing, in some part, the concern
for practicality and relevance to the real world of teaching
2documented in many studies of new teachers (Morrison and
McIntyre, 1973, Taylor and Dale, 1971, Petty and Hogben,
1980)	 At the same time, I held a sociological scepticism
about the then-mounting media and political criticism of
teaching 'standards' which in the 1980s, fuelled by HMI
publications, increasingly focused on the 'quality' and
'efficiency' of teacher education
It was very apparent, however, that sociology - so
influential within the teacher education curriculum - was
contributing little to the debates about teacher education
There was a long-standing lack of explicitly sociological
interest (Wax and Wax, 1971, Atkinson and Delamont, 1985),
which reflected the sociologically underdeveloped and neglected
state of relevant research on teacher socialisation
	
There
did exist, however, a considerable body of research relating
to the selection and training of teachers (see chapter 1),
but this was firmly within a positivistic tradition of research
which contributed little to our understanding of professional
socialisation as a process
Developments within the sociology of education in the
1970s drew critical attention to both macro issues of edu-
cational policy and micro issues of teacher-pupil interaction
processes	 The latter, often referred to as the 'new
sociology of education', had generated a concern with the
process of schooling in terms of interaction, perspectives,
strategies and subcultures	 A growing number of ethnographic
studies of schools and classrooms focused attention on the
way in which teachers and pupils adapt to, make sense of -
and thus construct - school life
	 This examination of the
3everyday life of teachers and pupils served to challenge
much of what had previously been taken for granted in the
world of education by policy-makers, educationists and
sociologists
The potential of such insights for an understanding of
the process of teacher education, however, has not been
realised	 We still have a very limited knowledge of how
people become teachers, and of the effects the process of
teacher education has on recruits to the profession	 This
study fills that gap in our understanding, by using the inter-
actionist/ethnographic model of sociological research to
examine key aspects of the process of professional socialis-
ation	 The study follows in that tradition of educational
research which takes as its focus subjective processes
(Hargreaves, 1967,
	
Lacey, 1970,
	
Ball, 1981,
	 Burgess, 1983,
Beynon, 1985)	 The research concentrates on the preparation
for, and the impact of, school experience on student teachers
as a context for the development of perspectives and
strategies relating to pedagogy, classroom control, relation-
ships with school staff and the establishment of a teacher
self	 It is hoped that the study will not only contribute
to our sociological understanding of education and
professional processes, but will also facilitate a more
socially reflective stance to the pragmatic and policy issues
of teacher education
4Organisation of the thesis
The thesis begins by setting out the background to the
present study,
	 providing an outline of the theoretical
and methodological framework and a review of the relevant
literature	 The discussion of the research traditions to
which the present study is related serves to locate its
central concerns	 Chapter 2 provides details of the field-
work	 the research setting and the data collection techniques
Chapter 3 focuses on the pedagogical perspectives of the
professional studies tutors and the student teachers at the
start of the professional studies year
	 By describing and
analysing the assumptions which underlie the students' first
attempts at 'teaching' and the tutors' responses, attention
is drawn to the negotiated character of professional
education - a theme which runs through the whole thesis In
Chapter 4 by contrast, the focus is on the student teachers'
first experiences of 'real' teaching with 'real kids in real
classrooms'	 Here the similarities and differences in
students' experiences are analysed in this first crucial test
of their claim to teacher status
The next three chapters focus on the process of 'learning
to cope'	 Chapter 5 shows how learning to cope rapidly
becomes centred on the student teacher's ability to control
noisy pupils	 The problem of routine pupil-initiated noise
for classroom control is considered in some detail
	 Chapter
6 focuses on initial encounters and the students' attempts
to negotiate the process of establishment
	 The difficulties
5involved in this process frequently result in student teachers
experiencing teaching as a 'battle' 	 Chapter 7 draws
together some of the themes discussed in the previous
chapters by focusing on students' own definitions of coping
success and failure via an analysis of self interests which
shape their teacher perspectives
	
The students' goal of
achieving 'good' teacher-pupil relationships and the diffi-
culties in managing the teacher role to establish a 'proper'
teacher identity are analysed to examine the conflicts and
contradictions of maintaining commitment
The final two chapters present a reassessment of socio-
logical understanding of teacher education by considering the
role and perspective of the professional studies tutors, and
student teachers' relationships with school staff
respectively	 Chapter 8 examines the processes and typifi-
cations involved in the assessment of student teachers'
teaching competence and the placement of students for school
experience	 The hidden pedagogy and its
assumptions regarding classroom control are seen as central
to these processes	 This chapter also draws attention to the
way in which the appraisal of teaching competence is, at
least in part, based on judgements about students' personal
and social qualities
	 This particular issue is taken further
in Chapter 9 where student teachers' perceptions of their
relationships with school staff are considered
	 Attention
is drawn to the variation in support given by school staff,
the unspoken rules governing supervision of student teachers'
school experience and the ability of student teachers to
resist such criticism as is perceived to be an attack on
6their self-esteem by questioning the 'professionalism' of
the teachers	 Finally the conclusion considers the major
themes raised by the study together with some implications
for further research and policy concerns
7CHAPTER 1
THE RESEARCH IN CONTEXT
The theoretical framework which informs this study is
derived from symbolic interactionism and phenomenology	 These
sociological perspectives are often associated in research
terms with the ethnographic tradition which favours the use
of qualitative methods	 It is the purpose of this chapter
to provide an account of these traditions, together with a
review of relevant literature in order to place the study in
context, and sketch out its guiding concepts
The theoretical and conceptual background to the study
The study draws upon the theoretical insights generated
by the application of interactionist and phenomenological
perspectives to the study of educational settings	 As a
sociological perspective, symbolic interactionism holds three
basic premises
1	 human beings act towards things on the basis of
the meanings that the things have for them
2	 these meanings are a product of social interaction
in human society
3	 these meanings are modified and handled through
an interpretive process that is used by each
person in dialogue with the things he/she encounters
(Meltzer et al , 1975, p 54)
The interactionist model, derived from the writings of Mead
(1934), regards social life as socially constructed 	 Mead
placed the self at the centre of social interaction, and
looked at the active role the self played in constructing
and making sense of the world	 People are regarded as acting
on the basis of meanings and understandings which they
8develop through interaction with others 	 Social interaction
is viewed as a process in which actors are concerned to
define and re-define the situation through impression
management, negotiation and the deployment of strategies
From this perspective, human action is not seen as fully
determined by social, cultural or psychological forces, rather
such forces are seen to be mediated in their impact by
processes of interpretation and interaction 	 On the basis	 of
subjective meanings derived from interaction processes in
specific contexts, individuals assess situations, make choices
and decisions, and adopt strategies of action	 This means
human action cannot adequately be explained in terms of
attitudes or roles or social structure 	 ' it is the inter-
pretation that counts as far as outcomes are concerned, and
therefore people's own thoughts and evaluations, not instinct,
nor simply the	 reality of the situation' (Woods,
1983, p 3)	 Given this understanding of social life, inter-
actionists are interested in discovering the intentions and
motives, different constructions of meaning and definitions
of situations which lie behind action
	
For the interactionist
interested in education, the central task is to examine the
social world from the participants' point of view by focusing
on their assumptions, perceptions and interactions 	 This
involves a concern with, for example, the socially constructed
nature of teachers' and pupils' perspectives, how teachers
and pupils attribute meaning to social situations and the
ways in which they define educational activities
Although, as Ball (1986) points out, phenomenology is
often confused, or even identified with interactionism, in
9many ways it is different	 Nevertheless a number of
researchers studying educational settings have, intentionally
or unintentionally, combined interactionism and phenomenology
(Hargreaves et al , 1975, Pollard, 1985a)	 Accordingly, the
dominant theoretical framework of this study is interactionism,
but it also draws upon the complementary insights of
Schutzian phenomenology	 Schutz (1972) was concerned with
the intersubjective nature of the social world, the shared
assumptions and taken-for-granted knowledge which organises
and constrains the process of interaction	 Phenomenology
concentrates on the ways in which people's thoughts and
actions are structured through the use of typifications,
recipe knowledge, idealisations, relevance structures and
so on
	 In short, the common-sense knowledge individuals use
to make sense of the world In focusing on micro-sociological
aspects of social life, phenomenology can be regarded as
complementary to interactionist perspectives
	 It is with
this in mind that we turn to a discussion of the key concepts
informing this study
The application of interactionist perspectives to the
analysis of school and classroom processes was pioneered in
Britain in the 1960s, and since that time there has been
considerable development - both empirically and theoretically -
in our understanding of school life from an interactionist
perspective	 Woods (1983) has attempted to bring this work
together by setting out the key concepts of an interactionist
approach to schooling 	 These are contexts, perspectives,
cultures, strategies, negotiation and career
	
A brief
consideration of these six concepts follows, as they provide
the conceptual grounding for the present study
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CONTEXTS	 Interaction takes place within given contexts or
situations which have both a determining and enabling effect
on action	 Schools and other educational institutions
consist of a number of different contexts and situations These
are not simply the scene of action, for situations are inter-
preted by actors, and thus the way in which situations are
defined and re-defined is central to interactionist under-
standing (Thomas, 1928) 	 In this way, the perspectives and
actions of participants in a social situation are always
related to their immediate context 	 This logic is, however,
the source of one of the main criticisms of the interactionist
perspective, for it tells us little about the macro-social
and historical factors which produce the context	 In
analysing the social context of interaction we must be aware
of its different 'levels' from the widest macro-societal level
through to the institutional (Pollard, 1982, 1983) and the
more physical and temporal settings (Delamont, 1983)
This study has not set out to present a systematic
analysis of the social context of teacher socialisation -
that would be a massive task in itself - consequently, the
balance of analysis is towards micro situational factors
However, it is important not to lose sight of the wider
context within which teacher socialisation takes place, and
thus this study raises questions about the differential
weight given to social structure, social policy, ideology,
'institutional bias', biography, personal commitment and
identity (Woods, 1985) in explanations of teacher behaviour
and educational processes - in this case specifically student
teacher behaviour and the process of professional socialis-
ation
PERSPECTIVES	 Perspectives are, ' the frameworks through
which people make sense of the world' (Woods, 1983, p 7)
It is in relation to perspectives that actors define
situations and construct realities	 The concept derives
from the work of Becker et al (1961) and originally included
actions and action-idea systems
	
These are now generally
excluded and subsumed under the notion of strategy (Lacey,
11
1977, Woods, 1983)	 The concept of perspective thus
relates to ideas, assumptions and beliefs which might shape
action	 With reference to teacher socialisation, the
concept of perspective is central for, as Lacey (1977)
explains, socialisation may not be simply a process of
selectively acquiring new values and attitudes
	 In the
case of teachers, it may be that most values and attitudes
are known to them before they become teachers, from class-
room experience as pupils, for example 	 The change comes
from the relationship to the classroom, which means
situations 'are both seen and interpreted in a new way'
Teacher socialisation therefore involves the process of
developing a teacher perspective 	 It is the development of
such a perspective with which this study is particularly
concerned
CULTURES	 Perspectives derive from cultures which develop
when people come together and develop between themselves a
distinctive 'way of life' - 'ways of doing things and not
doing things, forms of talk and speech patterns, subjects
of conversation, rules and codes of conduct and behaviour,
values and beliefs, arguments and understandings' (Woods,
1983, p 8) Within schools and other educational insti-
tutions, there exists a variety of sub-cultures, some of
which are formed in opposition to formal school sub-cultures
(Lacey, 1970, Hargreaves, 1967)	 At the same time, it is
possible to identify a more generalised occupational culture
of teachers, representing their unchanging interests and
concerns (Hargreaves, 1980, Woods, 1983)	 It is within
these sub-cultures, and in relation to the wider occupational
culture of teachers that student teachers have to create
their own teacher identities	 In this way, cultures are
both constraining and enabling	 'teacher culture can enable
the new recruit to get by, by pointing him to certain
strategies that have stood the test of time 	 But it can also
inhibit him if he allows his own initiative to be subsumed
under it' (Woods, 1980a, p 22)
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A number of writers use the concept of latent culture
in understanding constraints within the process of
professional socialisation (Becker et al , 1961, Lacey,
1977, Mardle and Walker, 1980)
	
Mardle and Walker (1980)
argue this concept helps solve a problem of interactionist
theory, namely	 'accounting for the degree to which
accumulated past definitions, negotiations and interpret-
ations act as limiting and structuring features of any
present encounter' (p 101)	 In terms of learning to teach,
Mardle and Walker argue it is continued exposure to the
hidden curriculum of sch000ling, and the commonsense
assumptions by which it is rationalised, that forms the core
of teacher socialisation	 These issues are taken up and
developed in Chapters 5, 6 and 7
STRATEGIES	 Perspectives, derived from cultures, are
related to action through strategies 	 As Woods (1983) says,
this concept is rapidly coming to be regarded as central to
interactionist sociology, for it is where individual intention
and external constraint meet (Hargreaves, 1978, 1979, 1980,
Pollard, 1980, 1982)	 Basic to interactionism is a view of
active human beings managing and coping, constantly checking
and re-orienting thoughts and intentions in line with
expectations and opportunities, and adjusting action
according to the situation and external pressures	 Such a
view focuses attention on strategic action 	 One of the most
explicit explanations of the concept of strategy is offered
by Beynon (1985 p 22)
[Strategies] can best be defined as packages of
tactics to further specific or general immediate or
long-term aims	 They can operate within the
regulative or instructional contexts, or both
simultaneously, and can be unique to individual
teachers, pupils, kinds of teaching and subjects,
or to be found across the whole staff or pupil
body	 They relate to the time of year, place,
purpose, personal and professional beliefs and
resources, and are the means whereby both teachers
and pupils accommodate to the structural, material
and interactional demands of schooling 	 When they
become outdated, new versions are developed Moreover,
strategies link perspectives and cultures to actions,
13
wishes and intentions to resources and constraints
Different 'arenas' (for example, classrooms, prisons,
asylums) shape, and are shaped by, the strategies
actors adopt to establish roles within them	 They
are further shaped by factors such as architecture,
physical resources, colleagues' practices and, in
the case of teaching, subject and cultural loyalties,
the 'philosophy' of a particular school, and the time
of year They are the means by which teachers manage
to live with the gross immediacy of classroom events
and teacher isolation which characterise most schools
and which cut them off in their own classroom from
colleagues and the support usually available to
professional and quasi-professional groups
Here, Beynon makes clear both the contextual and the constructed
nature of strategies, and their relationship to biography,
perspective, culture and external constraint 	 Strategic
action is a creative response of an individual to his or her
situation	 Strategies are shaped by context and by the
meanings and definitions attributed to the situation deriving
from actors' perspectives	 Strategies are at the same time
means by which individuals adapt to and cope with situations
and the means by which interests and intentions are secured
For this reason the term 'coping strategy' is frequently used
by sociologists studying classroom interaction
NEGOTIATION	 Another concept central to the interactionist
approach is that of negotiation, the process by which every-
day realities are defined and re-defined in interaction
School work and classroom life, in their widest senses, are
continuously negotiated via strategies in order to maximise
the different participants' interests and reach a'working
consensus'	 This refers to the mutually negotiated and inter-
dependent understandings between teacher and pupils which
structure the routine of classroom life (Pollard, 1985a)
The level of consensus is variable 	 Where participants in
a social situaton share common understandings and accept
the validity of each other's definitions it will be strong,
but where there is disagreement, consensus will be weak
Recognition of this has led to a consideration of strategies
used to resolve problems arising when definitions of the
situaton are in conflict
	
Given the differences in status
14
and power between student teachers, college tutors, teachers
and pupils met on school experience, the process of teacher
socialisation is likely to necessitate strategic negotiation
on the part of student teachers 	 These issues are taken up
in Chapters 6 and 9
CAREER	 A career is normally regarded as 'a succession of
related jobs arranged in a hierarchy of prestige, through
which persons move in an ordered, predictable sequence'
(Wilensky, 1960, p 127)	 However, for the interactionist, it
is the subjective aspects of experience which are focused
upon, as Hughes (1937, p 409) says	 'the moving perspective
in which the person sees his life as a whole' 	 Clearly this
study is concerned with the start of the teacher career and
the establishment of that 'moving perspective' 	 Two important
aspects of careers are 'commitment' and 'identity' 	 'the ways
in which teachers achieve, maintain and develop their identity,
their sense of self, in and through a career, are of vital
significance in understanding the actions and commitments of
teachers in their work' (Ball and Goodson, 1985, p 18)	 It
is this insight, developed in Pollard's (1982) model of coping
strategies, which allows us to gain some understanding of
the 'survival' problem facing student teachers, its impli-
cations for action and the formation of strategies in the
teacher education process
The concepts outlined above have provided researchers
with an increasingly sensitive and sophisticated understanding
of the processes of schooling, and consequently of teachers
and teaching, pupils and learning 	 However, almost all the
research drawing upon an interactionist perspective focuses
on classrooms - and occasionally staffrooms - peopled by
experienced or newly qualified teachers, and school age
pupils, and thus the concepts discussed above have rarely been
used to analyse teacher education 1	 This study takes the key
15
concepts of the interactionist framework to address the
process of teacher socialisation 	 In so doing, the concepts
shaped the formation of the research questions, the focus
of the data collection and the analysis of the data	 It is
hoped this approach both advances sociological understanding
of a substantive area frequently neglected in the sociology
of education and raises further questions of both an empirical
and theoretical nature	 This however, is to neglect the
question of methodology, to which we now turn
The methodolo2lcal back2round to the stud
The sociological perspective of interactionism, parti-
cularly when applied to the study of education, is frequently
linked with the methodological approach known as ethnography,
such that one recent researcher refers to the symbolic
interactionist/ethnography model (Beynon, 1985) 	 This study,
in line with a developing tradition in the sociology of
education, is also founded on that model and thus attempts
to provide an ethnographic study of aspects of the teacher
socialisation process
The essence of the ethnographic method of enquiry is
clearly stated by Hargreaves and Woods (1984, p 1)
It aims to bring to life by close observation and/or
depth interview the internal workings of an institution
or culture, to reveal the perspectives of its members,
to highlight the constraints that they work under,
the kinds of adaptations they make as a result, and
to make explicit the routine and taken-for-granted
features of institutional life on which orderly
management may depend.
The emphasis of study is on the negotiation of everyday
life in naturally occurring settings
	 The focus is subjective
16
interpretations and the process of interaction 	 Ethnographic
enquiry is therefore frequently aligned with interactionism
and other 'interpretive' perspectives, but it can and has
been employed in very different theoretical frameworks This
reflects the disparate traditions which have been influential
in establishing ethnography as a valid methodology
Atkinson and Delamont (1980) have documented the way in
which the ethnography of schooling in Britain and America is
rooted in sociological and anthropological orientations
respectively, two traditions which have rarely been used to
inform one another	 I-Iargreaves and Woods (1984) also cite
anthropology with its insistence on viewing social life through
the eyes of its participants as an important influence, along
with Chicago school interactionism which utilised 'ethnographic'
techniques to study street gangs, delinquents and the homeless
in the early years of this century, and ethnomethodology
with its concern for the common-sense rules of social order
In the study of education they single out as particular early
antecedents of ethnographic studies, social psychological
work on teacher typifications and self fulfilling prophecies,
the deschoolers' radical critique of 'education', socio-
linguistic analyses of classroom discourse, as well as the
organisational studies of schools in the tradition represented
by the work of Hargreaves (1967) and Lacey (1970)
	 These
studies were among the first in Britain to apply an
interactionist perspective and an ethnographic approach to
the study of schools and classrooms
Since interactionism is primarily concerned with the
process of interaction in which the individuals involved are
17
regarded as actively interpreting and thus constructing
social reality, it follows that the research process must try
to share and understand the meanings and interpretations of
individuals and social groups 	 The researcher sets out to
describe the perspectives and points of view of those involved
in the social situation as accurately as possible	 This is
central to ethnography	 At its simplest, ethnography involves
the researcher in describing the shared culture of a group of
people in a way as faithful as possible to the way they see
it themselves	 This requires the researcher to engage in
detailed observation of situations, events, groups and
individuals, as well as careful participation and conversation
with individuals who participate in those situations, events
and groups	 In this way the ethnographer sets out to under-
stand the interpretive procedures used by actors in their
everyday lives, an understanding to be reached by taking the
stance of 'anthropological strangeness' in order to sensitise
the researcher to the taken-for-granted assumptions which
sustain individuals' views of the world 	 Rather than
entering the research situation with a clearly defined set
of categories for which validation is sought, the ethnographer's
approach is to record the situated perspectives and actions
of participants and generate sociological explanations
'grounded' in the data to account for them (Glaser and
Strauss, 1967)
The term 'ethnography', although now widely used in the
sociological literature, is the source of some confusion
and ambiguity (Wolcott, 1982, Burgess, 1984a, 1984b)
	 This
reflects a general confusion over distinctions between
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methodology, research methods and research techniques
(Burgess and Bulmer, 1981)	 Accordingly, the term 'ethno-
graphic' has been variously used to describe a methodology,
a set of research methods or research techniques, a research
strategy, data itself or a form of analysis	 Furthermore,
the term is frequently used interchangeably with those of
'fieldwork', 'case-study', 'qualitative research', 'inter-
pretive procedures' and 'field research' (Burgess, 1984a)
A loose definition and usage of the term ethnography to
describe a particular research style is probably less res-
trictive than a precise definition with a particular emphasis
Moreover it allows us to recognise the importance of the
inter-relationship of theories, problems, methodologies and
techniques to the research process (Burgess, 1986b) 	 In this
sense, my understanding of the term reflects that of
Schatzman and Strauss (1973) and Burgess (1982) who regard
'field method' as an 'umbrella of activity' beneath which
the researcher can 'blend together a wide range of methods to
address the problem that is to be investigated' (Burgess,
1985a, p 4)	 This means the ethnographer or field researcher
is
a methodological pragmatist
	 He sees any method
of enquiry as a system of strategies and operations
designed - at any time - for getting answers to
certain questions about events which interest him
He understands that every method has built-in
capabilities and limitations that are revealed in
practice (through the techniques used, for given
purposes and with various results), evaluated in part
against what could have been gained or learned by
any other method or set of techniques 	 Also, he
understands that a method of enquiry is adequate
when its operations are logically consistent with
the questions being asked, when it adapts to the
special characteristic of the thing or event being
examined, and when its operations provide information,
evidence, and even simply perspective that bear upon
the questions being posed
(Schatzman and Strauss, 1973, p 7)
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Although the conventional understanding of ethnography is
linked to the use of participant observation and in-depth
interviews as research techniques, the ethnographer as
methodological pragmatist is also likely to be something of
a methodological pluralist	 The potential and flexibility
of ethnography is now more widely recognised by researchers,
especially as concerns for 'scientificity' assume less
priority, and research comes to be understood as a process
involving interaction between theoretical perspectives,
research problems, strategies and techniques (Burgess, 1986b)
This means the methodology of any sociological research cannot
be understood in isolation from a consideration of its
theoretical perspectives, the questions and problems to be
addressed, the specific research setting and focus, and the
researcher him or herself	 Accordingly, we now turn to a
consideration of the research literature which provides the
background to this study
Researching teachers, teaching and teacher education
Most reviews of developments within the sociology of
education make some distinction between 'old' or 'traditional'
sociology of education broadly concerned with macro-
sociological issues of social class and educational
opportunity, and the 'new' sociology of education which
focused on micro-sociological processes relating to the
curriculum and classroom interaction (Burgess, 1986a) 	 Such
reviews show how over the last thirty years the sociology of
education moved from a state of theoretical under-development
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where research was stimulated by a concern for empirical
description and dominated by positivistic methodology, to
a current situation where a range of theoretical perspectives
and methodological approaches offer analyses and insights
Although such a classification of developments must be
treated with some caution, since it is inevitably an over-
simplification, it provides a useful framework for a critical
review of the relevant literature on teachers and teaching
and in particular, teacher education and the process of
professional socialisation
The review of literature which follows is necessarily
selective	 It concentrates on that research (especially from
Britain) which is most accessible and relevant to an under-
standing of the process of teacher socialisation	 The review
distinguishes two significant research traditions which have
apparently developed quite separately and without reference
to one another	 One tradition is that research heavily
influenced by the so-called 'new sociology of education'
which seeks to understand the processes of social life in
schools and classrooms, a tradition which is now well
developed theoretically and empirically under the impact of
interactionist, phenomenological and Marxist perspectives,
and ethnographic methodology	 Our understanding of teachers
and teaching has, as I shall show, benefitted from the cross-
fertilisation of ideas and insights developed by sociological
and educational research in this tradition over the last
twenty years	 The same however, cannot be said of the second
tradition of research which focuses on teacher education and
the professional training of teachers
	
This research
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tradition has suffered from a sociological neglect, resulting
in research which is theoretically and methodologically
limited and failure to utilise the insights developed else-
where in the sociology of education (Atkinson and Delamont,
the
1985)	 In short, it is evident thatjimpact of the 'new
sociology of education' on our understanding of classroom
processes and therefore of teaching is substantial, but its
impact on our understanding of socialisation into the teaching
profession is extremely limited, despite the existence of
a considerable volume of research into the education and
training of teachers (Wragg, 1982)
	 The review of these two
research traditions which follows draws upon the distinction
between 'traditional' and 'new' sociology of education in
order to highlight the gaps in our understanding of the
process of teacher socialisation and the failure of socio-
logists to develop insights which have a potential for further
research
'Traditional' research on teachers and teaching
In their brief review of research into teaching and
teachers' careers, Ball and Goodson (1985, p 6) comment that
in the 1960s and early '70s 'teachers were shadowy figures
on the educational landscape mainly known, or unknown, through
large scale social surveys (Cortis, 1975), or historical
analyses of their position in society (Tropp, 1957), the key
concept in apprehending the practice of teaching was that of
role (Wilson, 1962)'
	 These are the main features of a
considerable literature from those years on teachers and
teaching	 Some of this literature is speculative in nature
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concerned with the question of whether teaching is a profession
(Etzioni, 1969, Leggatt, 1970, Hoyle, 1969) 	 or, more
centrally, with the description and/or prescription of the
role of teacher (Westwood, 1969, Wilson, 1962, Boyle, 1969,
Musgrove and Taylor, 1969, Finlayson and Cohen, 1967)
	
Such
writing is often influenced by the functionalist perspective
which takes the concept of role as the key to understanding
the relationship between the individual and society (Parsons,
1959)
	
Morrison and McIntyre (1973) argue that the
conceptual framework provided by role theory allows the
formulation of a number of important questions
How do teachers' roles vary in accordance with
aspects of school organisation'? What are the
norms and expectations for teachers' behaviour
held by various groups such as teachers, head-
masters, pupils, and parents, and to what extent
is there agreement within and between such groups7
How accurately do teachers perceive the norms
held by various groups 9 How far does the role
behaviour of teachers conform to these norms'?
What types of role pressures do different groups
exert upon teachers 9 To what extent do teachers
experience different types of role conflict, and
what strategies do they use in attempting to
resolve it'? Which aspects, if any, of the teacher's
role motivate people to become teachers9
( pp 36-8)
however,	 as Morrison and McIntyre point out, research
predictably concentrated on those aspects which were most
easily studied	 the expectations held by different groups
and the accuracy with which teachers and others perceive
the norms for teachers held by others (e g Biddle et al
1966, Musgrove and Taylor, 1965)
	 Such research gave rise
to a number of analyses of role conflict (e g
	
Grace, 1972,
Wilson, 1962)
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In the late 1960s and early 1970s role theory came
under sustained criticism for its tendency to imply a
mechanical, one-way adjustment of people to society	 Some
researchers (Coulson, 1972) argued for the abandonment of
the concept and were sceptical about the validity of the
research associated with it
	
As Coulson said, 'the rank
ordering of general educational aims can only tell us about
the abstract preferences of teachers, pupils and parents in
questionnaire responses' (p 123) - it tells us little of
what teachers actually believe, and even less about what
actually goes on in classrooms
Much of the research (especially in the United States)
was motivated by its assumed practical relevance in
identifying teacher effectiveness 	 Many studies were
concerned with predicting the competence of teachers so early
selection of more promising candidates for training might be
made	 In Britain, empirical research using large-scale
social surveys, sought to document the social characteristics
of teachers (Kelsall and Kelsall, 1969, Floud and Scott,
1961, Cortis, 1975)	 Such research has made us realise 	 that
teaching is a diverse and divided occupation covering a
range of institutions, age-groups and subject disciplines,
mediated by social differences in terms of age, sex, status,
qualifications, payment and membership of unions or pro-
fessional associations (Burgess, 1984c and 1986a) and by
ideology and pedagogical practices (Hannam . 	 al , 1976,
Richardson, 1973)
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The positivistic cast of the research on teachers and
teaching in the 1960s is clear	 the emphasis on the
measurement of teachers' social characteristics, expectations
and attitudes by means of social surveys to establish
statistical correlations with measures of 'teacher effective-
ness'	 Such concerns were set within an implicitly-held
functionalist theoretical framework 	 This regarded the
educational system as part of an integrated, functioning
social system, and schools as subsystems with their own
social structure to be studied in terms of role expectations
and behaviour	 Analysis was in input-output terms teacher
characteristics being inputs, effective and less effective
teachers (whatever they might be) being outputs 	 What went
on in schools and classrooms, the relationship of teachers
to their pupils, was ignored and we were left with no under-
standing of teaching as a process	 The same can be said of
the literature on teacher education at that time
Teacher education research the black box tradition
The last three decades have seen some protracted debates
about teacher education among educationalists, policy-makers,
researchers and teachers	 These debates reflect wider dis-
cussions of the role of the teacher in modern society 	 The
1960s were characterised by great uncertainty in the minds
of educationalists and policy-makers as to the nature of the
role or roles for which student teachers were being prepared,
and of the appropriate structure, organisation and content
of teacher education courses (Taylor, 1961, Bantock, 1969)
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Although the debates, stimulated by the rapid expansion of
teacher education and the establishment of the James Committee
in 1970, continued, research was narrowly conceived 	 Shipman
(1969) argued that 'the most striking weakness in this
research is the reported absence of systematic research into
process variables in the education of teachers, such as
curriculum, teaching methods, and the balance of academic and
professional work' (p 256) Research that was conducted was
nonetheless practically orientated, its chief purpose being
to improve programmes of teacher education and the quality of
the products of such programmes	 Like the research on teachers,
the focus was on assessing student teachers' characteristics
and attitudes and trying to predict whether they would become
'good' and 'effective' teachers (Lomax, 1973)
Underlying much of this literature was a tendency to
see teacher education in mechanical terms
	 the teacher
training institution was viewed as a miniature social system
and analysed in terms of inputs and outputs with researchers
concentrating on either the nature of the inputs or the nature
of the outputs, while others debated the nature of the
training course students were being put through
	 Little
attention was paid to the actual process of teacher education
Just as most research on the role of the teacher told us
little about what goes on in classrooms, so most studies of
teacher education told us little about what goes on in
colleges and schools during a student's career 	 Researchers
took an unexamined definition of teacher education as 'the
process whereby one learns to teach' , a process seen in
terms of course content which had two objectives personal
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education and vocational training 	 Such courses commonly
included four elements	 theory of education, practice of
education, curriculum studies and teaching methods, and
main subject study	 Academic debate concerned the balance
of these elements, the relationship between theory and
practice and the relationship between personal and
professional education	 Research on teacher education in
the 1960s thus paralleled in terms of problems, method and
theory, research on teachers and teaching which itself
reflected the concerns of research in the sociology of edu-
cation	 This involved analysis of the characteristics of
those who entered the profession, usually in terms of social
background and ability, and an assessment of the impact of
the course in terms of changes in students' knowledge,
behaviour and beliefs during and after the training period
Studies of student teacher characteristics were mainly
descriptive and utilised questionnaire and/or psycho and
sociometric techniques (McLeish, 1970, Morrison and McIntyre,
1967)	 They documented similarities and differences between
students on variables such as school qualifications, academic
ability, personality and occupational choice
	
However,
documenting characteristics was often as far as they went
there were few attempts to assess how these differences
mediated the impact of the college course Cohen (1973) has
usefully reviewed a selection of these studies and drawn the
main findings together
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The majority of student teachers come from lower
middle class and upper working class backgrounds
Politically they have been described as more
Conservative than the population at large
While college of education students have continually
fallen short of university undergraduates in their
'A' level achievements and in their performance on
objective tests of intelligence, there is no
evidence to suggest that there has been any decline
in the academic quality of student teachers despite
the enormous increase in the college of education
population during the past ten or fifteen years
Many sixth formers choose to teach because they are
genuinely fond of children and look for a socially
useful, satisfying occupation working with people
rather than things	 For others, particularly those
who initially aspired to university places,
college may be a second best and teaching an
inevitable consequence of three years spent pursuing
academic study in thoe areas where success had been
previously experienced There is no evidence that
teaching recruits a certain type of individual who
can be differentiated in terms of personality or
attitudes from his fellows	 college of education
students vary widely in their abilities, personalities
and interests	 (pp 399-400)
This is the picture 'inputs' research into student teacher
characteristics produced 	 It is important to remember
however, that such analyses are beset by considerable
methodological problems 	 For example, it is relatively easy
to ask people why they want to become teachers, but even
assuming they are willing and able to give their conscious
reasons, we still do not know how these are related to less
conscious motivations	 Occupational choice is a complicated
process depending not only on the individual's own
characteristics but also on those which the occupation is
perceived to possess Research has as yet failed to grasp
the complexity of this process and left us with inadequate
and over-simplified accounts of typical career motivations
We must also remember that motivations are not static,
rather they change and are modified over time - how this takes
place remains an unanswered question 	 These concerns are
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taken up from a rather different perspective in this study
when I examine student teachers' perceptions of teaching
and the threats and challenges to commitment they faced
while on school experience
A consideration of studies which attempted to assess
the impact of teacher education courses (Collins, 1964,
McLeish, 1970, Shipman, 1967, Taylor and Dale, 1971, Cope,
1969) helps throw more light on the way in which the process
of professional socialisation was conceptualised within this
research tradition	 The stimulus for these studies, like
those on student characteristics, developed from a practical
concern to produce 'effective' and 'efficient' teachers
Assuming that the primary purpose of the teacher education
course was to prepare men and women to teach, studies
directed at assessing the impact of the course were to some
extent an attempt to test the effectiveness of the teacher
education course in reaching its primary purpose However,
not only did these studies face problems of determining
criteria of successful student performance and of effective
teacher behaviour, but since the actual teacher education
course itself was usually left unexamined, the question of
how the course effected the transformation of students into
teachers, was left unanswered
	
Most of the empirical studies were
concerned with changes in the attitudes of student teachers
during and after training	 From a large number of studies
one clear pattern apparently emerged	 during training,
students become more progressive and liberal in their
expressed attitudes, but they move in the opposite direction
towards more traditional beliefs when they go into full-time
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teaching 2 Such results were obtained using the Manchester
Opinion Scales in Education consisting of three scales of
naturalism, radicalism and tendermindedness 	 A consistent
tendency for scores on all three scales to increase during
the period of training was found by, among others, Butcher
(1965), Morrison and McIntyre (1967), and McLeish (1970)
Again however, because the process of teacher education was
largely taken for granted, answers to questions of how and
why change took place were speculative
Reviewing the research, Morrison and McIntyre (1973)
suggested that changes in attitude and their subsequent
reversal were due to the influence of different social groups
on the beginning teacher 	 The attitudes of individuals tend
to change in the direction of those held by the majority in
groups of which they are members, and also towards the
attitudes held by groups to whose membership they aspire
Accordingly, it was argued that the influence of the college
staff was felt during the training period, but this was
replaced by the influence of established teachers on actually
entering the profession 	 Shipman (1967) suggested that
such changes were context specific phenomena and reflected
only students' growing awareness of the 'right answers'
expected from them	 In short, student teachers employed
'impression management' (Petty and Hogben, 1980) in relation
to college tutors and professional colleagues 	 There was
thus some question as to whether changes in attitudes were
genuine	 As I shall show below, this focus on the impact 	 of
the college course on student attitudes and the related
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concern as to the most influential factors in professional
socialisation continues to dominate the literature in this
tradition of research
Opening up the black box of schools and classrooms
By the late 1960s the kind of research and analyses now
referred to as 'traditional' or 'old' sociology of education
were coming under attack from a number of directions
Functionalism was criticised on ideological grounds as
conservative, on methodological grounds because of its
association with positivism, and on theoretical grounds for
ignoring change, conflict and process 	 This condemnation
of functionalism and positivism came at a time when other
theoretical perspectives and methodologies were gaining
influence in sociology	 The sociology of education in the
early 1970s experienced a radical change of direction under
the impact of symbolic interactionism, phenomenology, ethno-
methodology and interpretive methodologies based on participant
observation, unstructured interviews and other ethnographic
techniques	 In addition, the focus of research moved from
macro-sociological to micro-sociological issues with a concern
for classroom interaction and the teaching process
The influence of traditional approaches did not disappear
For example, concern with classroom processes was also studied
using systematic observation schedules (Flanders, 1970,
Calton, Simon and Croll, 1980, and Croll, 1986), which have
remained popular since the early 1970s, as have large scale
social surveys using questionnaires and interviews 	 These
31
have been used to document student teacher characteristics
and attitudes, and the content, structure and process of
teacher education courses (Bernbaum et al , 1982, Burgess,
1979)	 However, it is developments in the study of schools
and classrooms utilising 'new' perspectives and methodologies
which are the most significant in terms of this research,
for they began to give us a greater understanding of the
processes of teaching and learning 	 Moreover this study
attempts to follow in that tradition committed to uncovering
the complexities of schooling and education through such
naturalistic enquiry (Hargreaves, 1967, Lacey, 1970, Ball,
1981,	 Burgess, 1983,	 Beynon, 1985)
The use of interpretive perspectives to analyse class-
rooms,which became a major focus of research in the 1970s,
had its antecedents in the work of Walier in the 1930s and
Becker in the 1950s Wailer (1932) was concerned with the
cultural life of the school, especially in terms of the
conflictual nature of teacher-pupil relations and the impact
of teaching on teachers	 In the same tradition Becker's work
looked at the relationship of teachers with pupils, parents,
colleagues and principals, and how these were the major
influences on the schoolteacher's perspective and career
(Becker, 1952a,	 1952b,	 1953)	 In Britain, Hargreaves
(1967) and Lacey (1970) in their respective studies of a
boys' secondary modern and a boys' grammar school, pointed
to the ways in which pupils were first differentiated by
streaming and then, because of the ways teachers differentially
processed pupils, subsequently polarised into anti- and pro-
school subcultures	 Further case studies of school processes
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using ethnographic methods have been produced by Ball (1981),
Burgess (1983), Woods (1979), and Beynon (1985) 	 From the
early studies of school culture and processes, the 1970s
saw a concern with the ways teachers categorised or labelled
pupils via processes of typification and differentiation
(I-Iargreaves et al , 1975, Keddie, 1971, 	 Hargreaves, 1977,
Burgess, 1983, King, 1978)	 The findings of such research
led us to revise characterisations of teaching styles and
perspectives around dichotomous distinctions such as
traditional-progressive (Bennett, 1976), open-closed (Kohl,
1970), authoritarian-democratic (Lippitt and White, 1958)
and subject centred-child centred 	 (DES, 1967)	 For
example, Hammersley (1977) attempted to produce a more detailed
typology by suggesting an almost infinite variety of per-
spectives based on combinations derived from dimensions
relating to the teacher's role, pupil action, knowledge,
learning and techniques
	 Such analyses represented a shift
to a consideration of teachers' subjective reality as an
important influence on the social world of the classroom
This was particularly evident in the growing concern to
examine teacher and pupil perspectives
A number of writers have alerted us to the way in which
perspectives are compartmentalised according to context
Keddie (1971), from a study of teachers in a progressive
London comprehensive school, distinguished between
'educationist' and 'teacher' contexts in which perspectives
changed from being idealistically to practically oriented
This is mirrored in Hammersley's (1977) distinction between
33
paradigmatically and pragmatically motivated elements of
teacher perspectives	 These distinctions are utilised and
discussed further in Chapters 7 and 8, but they have
received support from research by Sharp and Green (1975),
Gracey (1976), Chessum (1980) and Woods (1979), among others
Such analyses draw attention to the context within which
teachers work, the recurrent problems and dilemmas teachers
face - especially in the classroom - and the strategies they
employ to deal with such problems 	 Those working within an
interactionist perspective emphasise the problems involved
in resolving the demands of instruction and control and the
constraints imposed by class size and composition, classroom
ecology, colleague and pupil expectations (Woods, 1979,
Denscombe, 1980, Woods, 1980a and 1980b) as important
influences on perspectives	 Drawing also on Marxist frame-
works, the constraints imposed by the wider structural
system of control and differential opportunities have been
stressed (Sharp and Green, 1975)
For example, Denscombe's paper (1980) on the significance
of noise for the practical activity of teaching is concerned
to show how the 'closed classroom' situation fosters a
concern for the social significance of noise emanating from
the classroom	 Teachers must cope with disruptive behaviour -
identified by its noisiness - in order to maintain the
impression to colleagues that the teacher retains classroom
control	 Denscombe	 shows that teachers work within
constraints deriving from the situational, ideological and
structural context	 In doing so, he alerts us to the
problematic nature of relationships with pupils and colleagues
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and to the centrality for teachers of the issue of maintaining
classroom control
	 The accumulation of a number of similarly
empirically based analyses of classroom interaction gradually
established the teacher's essential problem as one of
survival or coping (Woods, 1977, 1979, Hargreaves, 1977,
1978, 1979, Pollard, 1980, 1982, 1985a) and attention turned
to survival or coping strategies
Interest in strategies has become central to an under-
standing of classroom processes, 'because the concept offers
a way of getting to the heart of school action	 and
allows for consideration of the influence of both
structurally generated constraints and of individual biography'
(Woods, 1981, p 283)	 Both teachers and pupils develop
strategies to meet the multiple demands made on them in
line with their own interests and personalities 	 A number
of writers, starting with Wailer (1932) have developed loose
typologies of the strategies used by teachers, and more
recently of pupils, and we now have a detailed view of the
range of strategies used in classrooms 	 Interestingly,
some of the earliest work on teacher perspectives and
strategies was developed with reference to probationary and
student teachers (Hanson and Herrington, 1976, Lacey, 1977)
However, the potential of this work for our understanding of
the process of teacher socialisation has, as I shall argue,
been all but neglected
Hanson and Herrington (1976), for example, studied a
group of sixteen probationary teachers by means of diary-
keeping and showed how student and probationary teachers
found it necessary to conform to the conventional wisdom and
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recipe knowledge of those around them (that is experienced
teachers) in order to survive	 They confirm the conclusions
of other studies that it is school experience rather than
college life which is the single main determinant of the
ideals and classroom behaviour of new teachers 	 In their
concern to detail probationers' situational adjustment in
schools, the way in which they come to perceive problems,
and the change in perspective from 'progressivism' to a
more conventional teacher perspective in which classroom
control looms large, the influence of interactionism is
apparent	 Indeed, Hanson and Herrington make explicit
reference to Berger and Luckmann's (1971) work, arguing that
college life and school life constitute two different
versions of reality	 The influence of interactionism on
their analysis is, however, limited, and their study is better
remembered for its contribution to what until recently became
conventional wisdom among researchers on teacher education
the importance of the discontinuity between training and the
reality of teaching	 I will return to this issue and the
associated research below, but first it is important to
consider in detail Lacey's (1977) work on teacher socialis-
ation - still the only relatively large scale interactionist
study of the process of teacher socialisation to date
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Lacey	 The socialisation of teachers
Lacey's understanding of the process of teacher
socialisation is based on a view of the student not simply as
a naive subject responding unthinkingly to outside pressures
and constraints, but rather as the initiator of 'action-idea
systems that are innovative within situations and change them'
( p 72)	 Drawing on the work of Becker et al (1961), Lacey
introduces the concept of social strategy to imply a
purposive autonomous element within individual and group
behaviour in the face of coercive social pressures	 Strategies
are selected and created by individuals according to their
definition of the situation and their ability as performers
Lacey proposes three basic types of strategy
1	 Strategic compliance - in which an individual
complies with an authority figure's definition
of the situation but retains private reservations
2	 Internalised adjustment - in which an individual
complies with the situation in both action and
belief
3	 Strategic redefinition - in which change is
brought about by the individual causing or
enabling those with formal power to change
their interpretation of the situation
On the basis of his case study of the Post-graduate Certificate
in Education course at Sussex University, Lacey locates
this conceptual discussion within an examination of the
process of becoming a teacher, which he argues passes
through four stages
The first stage he calls the 'honeymoon period' when
students are euphoric, it is a period of heightened aware-
ness when one is optimistic about overcoming future diffi-
culties	 The second stage is characterised by the search for
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material and ways of teaching 	 As classroom difficulties
increase, the search for material becomes a central concern;
it is an attempt to compensate for lack of control and
inability to improvise in the classroom by elaborate
preparation	 The third stage Lacey designates 'The Crisis'.
The preparation of material involves a very personal
solution to the problem of the classroom, and this renders
failure or rejection shattering
	 At some time or other, a
large number of students are subjectively in or near a crisis
situation	 They feel they are no longer in control of the
situation, that they are failing to get through to their
pupils and failing to teach them 	 This feeling can be
momentary or a more general state of affairs	 During this
period, the student feels the need to communicate about
problems and to displace the blame 	 Lacey notes that blame
may be displaced upwards - towards the system, the head and
other teachers - or downwards - towards the pupils
	 radical
and establishment responses respectively	 The final stage
in the teacher socialisation process is 'learning to get by'
There are a number of strategies which a student teacher may
adopt in dealing with the problems of the teaching situation
Lacey says it is possible to suggest two major categories
under which most of the observed strategies are subsumed
1	 collectivisation of the problem - the problem
is shared by the group whose collective opinions
legitimise the displacement of blame
2	 privatisatlon of the problem - the student does
not speak about it and may refuse to admit the
problem
Students may of course shift from one strategy to another
depending on the situational constraints 	 Lacey thus introduces
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four observed types of social strategy 	 collectivising and
privatising strategies, upward and downward displacement of
blame	 In addition, there are the three theoretical types
of strategy	 strategic compliance, internalised adjustment
and strategic redefinition
Lacey examines the implications of these strategies for
'learning to get by', or failure, within the course In
analysing particular cases, Lacey shows how students are
influenced in selecting strategies by their ability to carry
them off	 For many of the students, 'learning to get by'
contains a large element of strategic compliance
	 Students
have some freedom to manipulate and change the situation, yet
at the same time are constrained to adjust to it
Lacey develops a model of socialisation as the adoption
or creation of appropriate social strategies
	 The functionalist
model of socialisation assumes the internalisation of social
norms, but for Lacey this is problematic
	 Within his model,
actors have a choice with regard to their relationship to the
social strategy employed 	 They can internalise all the
supporting arguments and values - internalised adjustment -
or they can get by and remain only partially convinced -
strategic compliance	 Beyond this, they can try to struggle
with the constraints of the situation - strategic
redefinition	 Most strategies of this sort are dependent on
the skill and commitment of the individual, and persistent
failure to redefine the situation from a position of weakness
can lead to problems
	 Lacey argues that although strategic
redefinition is rare, its implementation dangerous and its
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effects often local and short-lived, it is important for
understanding social change and the sociology of the possible
Lacey's work, which has its origins in a research project
undertaken by a small team of social scientists between 1969
and 1973, remains the only major sociological research project
on teacher education using an interactionist framework. His
contribution in these terms is greater at the theoretical
than at the empirical level. The theoretical analysis
presented by Lacey in terms of perspectives and strategies
predates the work of other contemporary researchers interested
in developing models of teacher and pupil strategies (Woods,
Hargreaves and Pollard)	 However, the theoretical contri-
bution to our understanding of teacher education and the
socialisation of teachers is apparently little realised and
has not formed a basis for further research and development
on these subjects	 As Atkinson and Delamont (1985) point
out, it seems sociological research on teacher socialisation
is not 'visible' to colleagues 	 Lacey et al 's commitment
to an interactionist theoretical framework was not, however,
matched by an emphasis on ethnographic techniques for the
collection of data	 Those parts of the research which did
use ethnographic methods - mainly participant observation -
are reported in just one chapter (Chapter 4); by far the
greater amount of data reported in the book relates to more
traditional positivistic questionnaire-based techniques of
measuring attitudes
Although the potential of Lacey's model has been cited
in reviews of the literature (Robinson, 1981; Woods, 1983),
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that research tradition which has its interest in teacher
education and the process of socialisation - always marginal
to mainstream sociology of education - has not taken up
Lacey's theoretical and conceptual insights 	 Instead it has
continued to focus upon those narrowly-conceived and
recurring questions which form the greater part of Lacey's
empirical material	 questions relating to student teacher
attitudes and the way in which they do or do not change
during training and probation
Teacher education research - time to change direction9
Interest in student teacher attitudes apparently remains
the major issue among researchers interested in the process
of teacher socialisation	 Research on this issue has not
however produced a consistent pattern of results and explan-
ations	 Early work (Hoy, 1969, Finlayson and Cohen, 1967,
Morrison and McIntyre, 1967, Cope, 1971, McLeish, 1970), as
we have seen, reports a move towards more progressive and
more liberal attitudes during training, and a change to a
more 'custodial' ideology of traditional authoritarianism
with the experience of school practice and classroom reality
From this, the most salient influence in the process of
teacher socialisation has variously been argued as the
influence of pupils, established teachers, the physical and
ideological environment of schools and classrooms, and
structural imperatives relating to class size, compulsory
attendance, scarcity of resources and so on 	 As Zeichner
and Grant (1981, p 300) suggest, the scenario painted by these
research findings is one where
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relatively more 'liberal' students begin during
their student teaching experience to move closer
toward the more conservative beliefs and practices
of their co-operating teachers who are, in turn,
pressured toward conservative views by the
constraints imposed by the material conditions of
the classroom and by the institutional
characteristics of school bureaucracies
More recent research (Lortie, 1975, Petty and Hogben, 1980,
Mardle and Walker, 1980, Lacey, 1977) follows Shipman (1967)
and argues that attitudes-as-expressed may be a 'front'
disguising other more internalised attitudes which may be
unaffected by the training course 	 Such arguments assert
the influence of biography in the teacher socialisation
process socialisation occurs through the internalisation of
teaching models during the years spent as a pupil 	 All of
these studies emphasise the discontinuity between training
and the reality of teaching
In a significant contribution to this debate, Denscombe
(1982, 1985) attempts to bring together the influence of both
structure and biography by arguing for the existence of a
'hidden pedagogy'	 According to Denscombe, the 'hidden
pedagogy' is centred on beliefs relating to classroom control
and classroom privacy as absolute pre-requisites for successful
teaching - beliefs fostered by classroom experience as a
source of continuity in the socialisation of teachers 	 The
'hidden pedagogy' is regarded by Denscombe as resistant to
the socialising effects of the teacher education course 	 It
is essentially an implicit theory of teaching derived from
classroom experience which gives rise to expectations about
the appropriate behaviour of teachers	 In the context of the
closed classroom these expectations are about 'first
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establishing classroom control and being able to establish it
without help from colleagues' (Denscombe, 1982, p 250)
Denscombe's working of this concept has been extremely useful
in offering significant insights into teacher socialisation,
but his analysis is not based on empirical study of student
5
teachers or the teacher education process
	
The research
presented here goes some way towards correcting this	 The
'hidden pedagogy' is regarded as central to an understanding
of student teachers' perspectives on classroom control, and
teacher educators' perspectives on the assessment of teaching
competence (see Ci-apters 5 and 8)
A recent contribution to the study of student teachers'
attitudes, based on interview and questionnaire data is the
work of Cole (1985)
	 His findings challenge the established
deterministic and stereotyped conception of the new recruit
by documenting variations in student teachers' attitudes and
commitment to teaching, and raising questions about the
hitherto established wisdom regarding teachers' inevitable
conservatism	 In an interesting twist to the question of
whether the reality of teaching does or does not change
attitudes, Cole argues that what previous researchers have
seen as a change of attitude is better described as a
difference in the mode of consciousness employed by students
and teachers responding to questionnaires 	 Utilising
Gidden's (1979) distinction between 'practical' and 'discursive'
modes of consciousness, Cole maintains that while student
teachers are likely to formulate answers to questionnaires
in the discursive mode, established teachers are likely to
do so in the practical mode 	 Extended interviews, however,
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put teachers in a situation which activates the discursive
mode of consciousness and, on the basis of this, Cole argues
that attitudes are not necessarily changed
The concentration on the apparently weak socialising
effects of teacher education, and the entrenched attitudes
of teachers are understandable, given policy and educational
concern to make teacher education 'more effective'
	
However,
the research is beset with methodological difficulties and
theoretical weaknesses	 The validity of measuring attitude
change by means of questionnaires or other measurement
instruments is now widely questioned, as is the lack of
attention given to process variables in influencing that
change	 In this connection it is significant that all the
studies discussed above assume - without reference to
empirical evidence - that the influence of the teacher edu-
cation course is intentionally and unambiguously 'progressive'
and 'liberal', particularly in matters of classroom control
Moreover, the research is locked into the 'black box'
tradition with students both passively soaking up the norms
and values of the school and apparently, somehow, actively
'resisting' the impact of the teacher education course
Lacey (1977, p 48) has commented that 'too much emphasis has
been given to the obvious fact that the change occurs, and
too little attention paid to the partial and incomplete
nature of the change	 '	 This statement in itself is
challengeable, but it is the contradictions and conflicts in
the experience of teacher socialisation and the ways in which
students actively develop, adapt and create their own
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perspectives and strategies which warrant attention in
research	 The failure of researchers to take up such issues
is surprising when we consider the way research which
focuses on the social processes of school life, particularly
with reference to the concept of social strategy, has
developed
New directions for research
Since Lacey was writing in the late 1970s, a number of
researchers have developed the concept of social strategy as
a means of understanding classroom processes
	 Most notable
among these writers have been Woods, Hargreaves and Pollard
Based on his analysis of social processes in Lowfield
Secondary School, Woods (1979) argues that in constrained
circumstances teachers are primarily concerned with personal
survival	 Trapped by their own commitment, by the personal
sacrifices and investment which they make in order to become
teachers, and faced with recalcitrant pupils, adverse pupil-
teacher ratios, and other institutional pressures, a process
of 'accommodation' is necessary to maintain survival
	
Such
accommodations form survival strategies
	 It is through such
strategies - Woods distinguishes eight domination,
negotiation, socialisation, fraternisation, absence and
removal, ritual and routine, occupational therapy and morale
boosting - that teachers defend their interests
	
Woods
maintains that in some cases survival may well take the place
of teaching
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Woods' analysis deals with established teachers, but it
is easy to see that such an analysis might have especial
relevance to an understanding of teachers at the start of
their career	 Student teachers face a particularly acute
'survival' problem, in that they must develop strategies to
accommodate to new situations and varied and possibly contra-
dictory expectations	 These are issues with which this
research is particularly concerned
Hargreaves (1977, 1978, 1979, 1980) has put forward an
analysis of 'coping strategies' which are conceived of as
constructive acts by teachers in response to constraints and
dilemmas determined at a societal level but 'mediated through
institutional goals and constraints' (1977, p 592)	 Hargreaves
attemtps to develop the model of coping strategies by empha
-
sising the macro sociological context of coping
Building upon the work of both Woods and Hargreaves, Pollard
(1980,	 1982, 1985a) constructs a theoretical model of
coping strategies which takes into account both their social
context and their genesis 	 In trying to correct the imbalance
he perceives in Hargreaves' model, Pollard makes two s1gnifican
contributions	 'one at the middle level of the institution,
in the form of the influence of children in interaction with
teachers, teacher culture, and what he calls 'institutional
bias', the other in the area of teacher biography' (Woods,
1981, p 283)	 Having identified three analytical layers for
the contextualisation of classroom interaction, Pollard also
raises the question of what it is that coping means
	 'we
cannot regard coping strategies
	 merely as adaptations to
societal and situational demands without also attempting to
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specify the source or nature of the adaptive necessity'
(Pollard, 1982, p 27)	 In developing the model in this
direction, Pollard takes up Woods' idea of personal survival,
and via an introduction of the concepts of 'self' and
'interests-at-hand' argues that, depending on the coping
requirements of the classroom situation, interests will be
juggled in order to maximise their overall productivity for
self' (p 35)	 For Pollard, the meaning of coping is derived
from specific self conceptions, the facets of which can be
identified as interests-at-hand
Pollard has produced a well-worked and highly systematic
theoretical model extensively supported by his empirical
research in primary schools	 The integration of conceptual
analysis at both macro and micro levels suggests the model
has considerable potential for the sociological understanding
of educational settings, and, as will be seen in this study,
for generating insights into the understanding of the pro-
fessional socialisation of teachers
	 For example, Pollard's
emphasis on the micro concepts of self and interests at hand
in relation to the meaning of coping prove particularly useful
in analysing student teachers' identity construction and
commitment (see Chapter 7)
Recent theoretical and conceptual developments in the
study of teacher strategies are thus potentially fruitful
in opening up our understanding of the process of teacher
socialisation	 However, since the subjects of this study are
student teachers, it is also likely that literature on student
and pupil perspectives and strategies might provide illuminating
insights
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Becker et al (1961) in their study of medical students
(all of whom had a strong commitment to a common goal
qualifying as doctors) found that in the light of 'impossible'
workloads, students were forced to adopt short-term strategies
in order to 'get by', a situation which produced a cynical
orientation to their course, but at the same time enabled
them to maintain their vocational commitment to medicine
	 The
parallels with student teachers on teaching practice have
been partially explored by Lacey (1977) and the question of
how student teachers maintain commitment and sustain the
development of their identities in the face of often adverse
circumstances is explored in this study
Research on pupil strategies in school and classroom
contexts is less well developed than that on teacher strategies,
particularly in theoretical terms (although Pollard's model
is intended to apply to both teachers and pupils) 	 There
is however, one important concern in the literature on pupil
strategies which must be borne in mind when considering the
perspectives and strategical orientations of student, as
opposed to established teachers 	 This is the notion of
'resistance' or 'opposition'	 Hargreaves (1972) makes a
three-fold distinction between types of pupil strategy. 'pleasing
teacher',	 'indifferent', and 'delinquescent'	 Woods (1979)
makes a similar classification using the terms 'supportive',
'oppositional' and 'detached'
	
Research interest has concen-
trated on oppositional/delinquescent strategies (Hargreaves
et al , 1975,	 Willis, 1977,
	
Furlong, 1977,
	
Woods, 1979,
Corrigan, 1976,
	 Fuller, 1983,	 Burgess, 1983), and has docu-
mented the way pupils reject, test out and negotiate teacher-
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imposed definitions of the situation via a whole range of
strategies enabling them to 'have a laugh' , alleviate
boredom and sustain their interests-at-hand (Woods, 1977,
Pollard, 1985a , Beynon, 1985) 	 This raises questions about
the possibility of resistance, opposition and negotiation
on the part of student teachers
The picture presented in the literature on student
teachers is, as we have seen, overwhelmingly one of
conformity	 effective socialisation into a homogeneous
teacher culture	 But recent stress on the active negotiating
and bargaining strategies of even conformist pupils (Delamont,
1983, Fuller, 1983, Beynon, 1985) suggests such a picture
is incomplete and inaccurate	 Contradictions in perspective
and action are part of the reality of social life which, as
yet, have not been fully explored among pupils or teachers,
let alone among student teachers	 Notions of opposition,
resistance and negotiation draw attention to the interactive
nature of the social world of education and, unsurprisingly,
the literature on strategic action has concentrated on that
action directed by teachers towards pupils, and by pupils
towards teachers	 Some writers however, (Pollard, 1982,
Beynon, 1985) draw attention to the fact that not all the
repertoire of teacher or pupil strategies is necessarily
directed the one towards the other	 This will be particularly
the case with student teachers 	 an understanding of the
process of initial socialisation must not only recognise
the interactive strategies of and towards pupils, college
tutors and teachers in practice schools, but also strategies
to sustain identity and maintain self-image (Pollard, 1985a,
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Nias, 1984, 1985), to cope with and survive course demands,
or to win favourable assessments (Miller and Parlett, 1974)
These themes	 are developed in Chapters 7 and 9
As a result of research within the 'new sociology of
education', we have a more sociologically informed concept-
ualisation of teachers and their work	 Teachers are now
regarded as engaged in developing creative strategies in
response to societal and situational constraints, resolving
personal, interpersonal, structural and educational dilemmas
through and within their interaction with pupils	 In
referring to the most recent research on teachers, Ball an
Goodson comment, 'alongside this recognition of the complexity
of the teachers' task and the importance of the interplay
between initiating and responsive acts in the classroom,
greater attention has been directed to teachers as human
beings, as rounded social actors with their own problems
and perspectives, making careers, struggling to achieve
their ideals, or just struggling to 1'survive" (Ball and Goodson,
1985, p 8)
The theoretical, conceptual and methodological develop-
ment of research on classroom processes stands in marked
contrast to the narrowly conceptualised, theoretically and
methodologically underdeveloped state of research on teacher
education	 With the partial exception of Lacey's work, the
two traditions have developed largely in isolation from one
another	 The call made in the late 1960s and early 1970s
for sociologists to focus on social relations and internal
processes within schools by means of ethnographic methods was
taken up by many researchers, but not in relation to teacher
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education	 This means our understanding of the process of
professional socialisation in teaching is limited -
theoretically, conceptually and empirically - but at the same
time, the advances made in our understanding of classroom
processes, teachers and teaching point to a number of themes
and issues worthy of study in the context of teacher education
research	 Some of these questions are addressed in this
study
What is the nature of the 'survival' problem
experienced by student teachers'?
What perspectives do student teachers begin
their professional socialisation w i th'? How
are these developed and modified in the course
of initial socialisation'?
How do student teachers learn to 'cope''? What
does 'coping' mean to them 9
 How is coping
with success and failure defined 9
	What
strategies do student teachers adopt, create
and develop7
How do student teachers maintain their commit-
ment and develop and sustain a teacher identity9
What are the contradictions and conflicts
experienced in the process of initial teacher
education 7
 How do students, tutors and
teachers perceive each other 9 What negotiations
are made with significant others'?
These questions are addressed through a study of the pro-
fessional studies year of a B Ed course at Haydon Park
College	 Such questions are informed by the application of
an interactionist perspective and necessitate the use of
ethnographic techniques in data collection 	 In this way,
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the present study follows the concerns and foci of Lacey
(1977), but departs significantly from much of the research
which has tended to dominate the study of teacher education
In so doing, the analysis presented in the following
chapters seeks to challenge some of the assumptions
shaping our present sociological understanding of teacher
socialisation, and to draw upon the insights generated by
research in other educational settings in order to further
understanding and regenerate debate on teacher education
Recent research directions
The questions and issues used to orientate this study
have been located within the space produced by the discrete
development of two research traditions within the sociology
of education	 It is now necessary to complete the review
of these traditions by locating the study in relation to the
most recent developments in research related to teachers,
teaching and teacher education 	 Three research areas can
be considered as being of most significance 	 teacher
careers, initial encounters and classroom teaching skills
The publication of Teaching Careers Crises and
Continuities by Sikes, Measor and Woods (1985), and an edited
volume, Teachers' Lives and Careers by Ball and Goodson (1985)
represent considerable recent research interest in the
objective and subjective careers of teachers 	 Questions of
survival and coping, identity and commitment, and role
management in a changing educational and social climate are
all addressed in an attempt to throw light on the contemporary
52
career and life-cycle of the teacher This research, often
utilising life histories, is explicitly intended to further
our understanding of the development of teachers' careers,
especially in their later stages 	 However, as I have
emphasised in this review, despite studies of the initial
stages of teachers' careers, we have a less-than-adequate
understanding of the process of professional socialisation
This study, although not utilising life history techniques,
does consider a range of data relevant to a greater under-
standing of how those at the start of a professional career
develop 'competence' in 'handling constraints, managing the
role and career, devising and executing strategies, as well
as the ability to teach	 of negotiating a way through
hazards and around obstructions, of making or seizing oppor-
tunities to realise or further one's interests' (Sikes, Measor
and Woods, 1985, p 242)
Research interest in initial encounters between teachers
and pupils is most comprehensively represented in Beynon's
(1985) ethnographic study of a comprehensive school in
South Wales	 Beynon's study examines the socialisation of
pupils into secondary schooling, the inductive strategies
used by teachers to cope with a new school intake, and the
methods employed by pupils to 'thwart, exasperate and
provoke teachers'	 In a similar vein, Measor and Woods (1984)
study the transition from middle to secondary school and
raise basic questions about pupil identity and career and
the processes of 'sussing out' and 'establishment' via the
presentation of fronts in initial encounters 	 The study of
'initial encounters' has special significance for analyses
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of teacher socialisation	 First, the initial socialisation
process represents a transition period (from student/pupil
to teacher) of potentially very high levels of anxiety
	 In
the same way that transfer to secondary school represents
for pupils a threat to their identity in the short term - in
a very real sense student teachers do not know how they will
measure up to the demands made on them in a situation they
have not experienced before - it is also in the longer term,
despite the risks of the unknown, 'a step nearer the coveted
status of adult', or, in the case of student teachers, a
step nearer qualified teacher status	 Secondly, the class-
room encounters of student teachers represent initial
encounters par excellence in that, unlike experienced teachers,
the student has little, if any, personal practical expertise
on which to draw	 It would seem probable that such encounters
might be highly profitable for sociological study, not only
in making visible the rules and strategies of routine
encounters (Ball, 1980), but also in throwing light upon
the perspectives and strategies of the beginning teacher,
particularly in terms of the salience of the 'hidden pedagogy'
(Denscombe, 1982)	 Although this study did not set out to
study explicitly initial encounters 6 , much of the data is
relevant to an understanding of the specific problems and
difficulties experienced by student teachers during their
initial classroom encounters as teachers
	 This is the
particular focus of Chapter 6
The third research issue of significance to the concerns
of this study is embodied in the Teacher Education Project
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(Wragg, 1984), a four-and-a-half year research and development
project involving a team of researchers headed by Wragg and
Kerry	 The project, which involved observation of over
one thousand lessons, interviews with more than two hundred
experienced and novice teachers, concentrated on the
development of teachers' professional competence, especially
class management and control skills and related skills of
explaining and questioning	 Since the aim of the project
was not only empirical research, but also the production of
training materials, it differed somewhat from the research
reviewed so far in being directly tied to policy concerns
This was a large-scale project utilising a range of data
example,
collection techniques, for %structured observation and
interviews, to produce a considerable amount of material
relating to classroom case studies comparing students thought
to be poor classroom managers with those thought to be good
managers, and student teachers with experienced teachers
The practical orientation of the project meant that theoretical
and conceptual advances in understanding the process of
professional socialisation were not central objectives of
the research	 This study can be regarded as complementary
to the Teacher Education Project, in that it shares a concern
with the development of professional competence, but in
methodology and approach it seeks to further sociological
understanding of the process of teacher education It is
hoped the findings of both studies may prove fruitful for
future research and policy
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Notes
1	 A major example is Lacey (1977)
2	 We must be very cautious before accepting such
generalisations	 Cohen (1973) points out that many of
these studies do not provide adequate controls in the
form of non-student groups, matched by age, qualifi-
cations, personality characteristics and so on, in
order to examine the possibility that such changes which do
occur are due to the effects of the college course
rather than to maturational factors 	 As Cohen says,
there is a need for investigations designed to identify
more of the variables involved in student attitude
formation and change, and to map the complex inter-
actions among these variables
3	 See Beynon (1985), pp 24-5 for a summary of the main
statements on strategies
4	 A recent exception is the work of Sikes, Measor and
Woods (1985)
5	 Further limitations of Denscombe's argument are
discussed in Chapter 8
6	 There are both ethical and practical problems in
studying the initial classroom encounters of student
teachers
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CHAPTER 2
STUDYING TEACHER EDUCATION AT HAYDON PARK COLLEGE
This chapter aims to provide details of the fieldwork
on which this study is based
	 It provides a portrait of
Haydon Park College and its initial teacher education course,
introduces the college tutors and student teachers and gives
basic details of the research techniques used
	
A fuller
discussion of some of the problems and issues raised in
conducting this research is to be found in the appendix
The college
Haydon Park College was formed in 1975 as one of the new
Colleges of Higher Education The college was established
as a result of the re-organisation of higher education and
teacher education in the 1970s from a merger of the local
Colleges of Art, Technology and Education 	 The college was
the only institution of higher education in the county in
which it was situated, but it had established links with a
nearby University	 In 1981-2 it had 5000 full- and part-
time students on a wide range of advanced courses including
degree level work
The college had two main sites	 Teacher education courses
along with other degree and advanced courses, were taught on
Hill Site, located on the outskirts of the town
	 Hill Site
consisted, in the main, of purpose-built accommodation,
including student residences and special facilities for sport,
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drama, dance and so on	 However, due to cutbacks in capital
building programmes and the growth of student numbers in
the latter half of the 1970s, the teaching accommodation was
supplemented by mobile classrooms	 The professional studies
groups which were the focus of the research were accommodated
for most of their teaching in such classrooms, as were the
'offices' of the tutors 	 Despite a growing 'village' of
mobile classrooms, Hill Site was attractive, with teaching
areas separated by lawns and flower beds, and the whole site
surrounded by playing fields and woodland
	
This was in con-
trast to Town Site, situated near the centre of the town and
housed in buildings dating back to the nineteenth century The
teaching accommodation at Town Site was institutional,
functional and bleak	 Town Site was mainly concerned with
the college's further education courses, particularly in tech-
nology, art and design 	 Although the two sites were
administratively and organisationally under the auspices of
one college structure, for many staff the two functioned
quite separately	 most of the two hundred or so staff in
1981 taught on only one site and in this sense the two sites
were quite distinct I eiuphasise this point because at the
time of the fieldwork, I taught part-time at Town Site and,
except for occasional liaison with colleagues, I rarely
visited Hill Site
	 When I started the fieldwork,
although formally employed by the college, to all intents and
purposes I was a stranger and quite unfamiliar with this part
of the institution	 Furthermore, nearly all the staff on
Hill Site had never met me
	 I thus entered the research
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setting primarily in the role of researcher, but secondarily
in the role of colleague
From its establishment, Haydon Park College was organised
structurally into six schools or faculties which took res-
ponsibility for the administration of subject related courses
Teacher education courses were the responsibility of the
School of Education and Social Science, and just over half
(22) of the full-time staff were primarily engaged in teacher
education	 The School was headed by a Dean and two Assistant
Deans who had reduced teaching loads
	 The academic staff of
the School with responsibility for teacher education were
divided into two 'divisions'	 education theory and applied
education	 Applied education staff had a special role as
Professional Studies Seminar Tutors (see below) and had
followed a career from school teaching to college of education
All but one of the education theory staff were male, while
the eight applied education staff were equally divided in
terms of gender, the female staff however had responsibility
for students preparing to teach in nursery, first, junior
or middle schools while the male staff took charge of those
preparing for middle and secondary schools 1 Staff from other
faculties within the college also contributed to the teacher
education course, in particular in terms of the students'
academic subject studies over the first two years of the
course and in relation to the teaching of main and subsidiary
subjects in the professional studies year	 Tutors involved
in the latter, also shared school experience supervision
responsibilities with applied education tutors
	 This brings
us to a consideration of the teacher education course itself.
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The course
The formation of Haydon Park College in 1975 created a
situation in which teacher education was no longer divorced
from the rest of higher education, and intending teachers
were able to mix socially, and also in respect of degree
courses in their course work, with other students preparing
for different careers
	 Coincidentally, and in the light of
1972b)
both the James Report (DES,! and the White Paper
	 'A Frame-
1972a)
work for Expansion' (DES,%, the teacher education programme
was developed along the lines of a consecutive rather than
a concurrent pattern
With this development, students were able to take a
three year Ordinary B Ed or, by a further year of study,
proceed to an Honours B Ed	 During the first two years
students took Education Theory and either two main subjects
or one main subject and two subsidiary subjects
	 A main
subject being studied for two years and a subsidiary for one
A wide range of subjects and subject combinations were offered
to enable students to choose programmes of study to meet their
academic interests and professional 'needs'
	 Over these two
years students also visited schools for several single days
in order toobserve a variety of teaching methods and school
organisations
In the third year of the B Ed (with which this study
is mainly concerned) students concentrated exclusively upon
professional training and thus embarked upon the Professional
Studies in Education Course	 According to the college
prospectus, this professional studies course had 'a balanced
programme of curriculum studies and school experience and
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aims to give students a broad preparation for teaching so
that they can respond flexibly to the changing employment
situation'	 At this stage in their professional education,
students worked in phase specific groups, choosing one of
three courses relating to professional studies
a) the nursery/first school course
b) the middle years course for those who wish to
be either general class teachers of 7-11
year olds or teachers offering a specialist
subject for 9-13 year olds
c) the specialist subject course for ages 11-16
which prepares students to become specialist
teachers in two subjects
Each of the courses was taken by two groups of approximately
fifteen students, each with a professional studies tutor who
remained with the group throughout the year, teaching the
course and supervising the students during school experience
The professional studies course commenced immediately
after examinations in the summer term of year two of the
B Ed course with an induction course lasting four weeks
The following academic year was divided into alternative
blocks of professional studies and school experience, the
latter being arranged to avoid students being in schools at
the beginning or end of term
	 Three blocks of school
experience were undertaken, one in each college term
1) 4 weeks in a Middle School where the student
can be attached to one or two classes for
most of the time, thereby getting to know
pupils well, observing and contributing to
the class teaching alongside the class teacher.
2) 6 weeks in a Secondary/Upper School working
under the guidance of subject teachers in the
school, taking some responsibility for planning
and teaching their main subject to pupils of
11-16 years
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3) 6 weeks in a Secondary/Upper School, again
working under the guidance of subject teachers
in the school, taking some responsibility for
planning and teaching their main subject to
pupils of 11-16 years and, where possible,
their subsidiary subject in the 11-14 year age
groups
During the professional studies blocks, which took place in
college, students were engaged for approximately half their
time in studying the teaching of their main and subsidiary
subjects where attention was concentrated on the analysis of
subject matters in pedagogical terms and the development of
appropriate teaching skills	 For the other half of their
study time students worked on a seminar programme with their
professional studies tutors	 This seminar programme was
concerned with the analysis and development of general
teaching competence and regarded as fundamental preparation
for school experience and all subsequent professional practice
This element of the professional studies course covered such
things as the preparation of schemes of work and lesson
plans, resource-supported teaching, classroom management,
questioning techniques, applications for first appointments;
the law and the teacher and so on
	
In order for the student
to gain qualified teacher status, it was of course necessary
to pass in each of the two elements of the course viz:
professional studies and school experience 	 A system of
continuous assessment was in operation which required a
minimum of eighty per cent attendance, the satisfactory
completion of all course work assignments and the 'passing'
of school experience
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The tutors and students
In the course of the fieldwork, which was undertaken
over a period of twelve months, I spent some time with all
the groups on the professional studies course 	 However,
because it was impossible for practical reasons to follow
ninety students in six different groups through three
different variations of the course, I came to focus on those
groups preparing for specialist subject teaching in secondary
schools	 Most of the data reported in this study relates to
the tutors and students of these groups 	 I chose to
concentrate my attention on those preparing to teach in
secondary schools because my own experience and training in
teaching was nearest to these students 	 I felt this would
be advantageous not only in establishing field relationships
but also in developing an ethnographic analysis
	
In the
event I spent rather more time with the group tutored by
Paul Brown because the advantages of building a continuous
relationship with one group of students seemed to outweigh
those of comparing two groups systematically
	 Moreover,	 the
intention of the study was to focus on processes, perspectives,
strategies and experiences rather than individual students
The two tutors of the secondary schooling orientated
groups 2 , whom I call Paul Brown and Gerald Lewis 3 , were both
in their late thirties and had substantial experience of
teaching in secondary schools in physical education and
humanities respectively, before joining the college in the
early 1970s
	
Both were instrumental in establishing the
B Ed course in its concurrent form from 1975 and had
contributed to its overall philosophy 	 Like the other four
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professional studies tutors, they had opted at that time
to concentrate on applied education rather than theory of
education, and devoted a great deal of effort and enthusiasm
to the professional studies course	 Although each was
responsible for his own students, the curriculum studies
course over the three blocks of in-college study followed
by each tutor was identical and for a number of sessions the
two groups were joined together	 In many ways the tutors
operated as a team and this was reflected in their general
philosophy on teaching and teacher education
Gerald Lewis and Paul Brown shared a common orientation
to their role as professional studies tutors 	 This was
centred on its pastoral aspects, and regarded as a major
point of difference between themselves and other colleagues
involved in teacher education
one of our primary roles is to give a sort of
link and also to give continuity and the sort of
total commitment to a group of students during
a difficult and often traumatic part of their
training, and yet, we are the only people, in
the main, who give that sort of total commitment.
Many of the subject tutors, by definition aren't
giving that sort of commitment 	 Not because
they aren't committed, but because they've got
other things to do
(Gerald Lewis, interview extract)
Given that most of their teaching commitment was to the
professional studies course, the two tutors were able to
concentrate their efforts on nurturing the development of a
small number of students 	 This was very much in line with
the findings of the Structure and Process of Initial Teacher
Education within Universities in England and Wales (S P I T E )
project (Bernbaum et al , 1982) on P G C E tutors 	 The
P G C E tutors felt the relationship between methods tutor
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(the rough equivalent of the professional studies tutor)
and students was at the hub of the P C C E 	 They believed
it was not possible to do the job properly, unless a fairly
close relationship with students was established 	 At the
same time, both Gerald Lewis, Paul Brown and the P G C E
tutors studied by Bernbaum etal , recognised the diffi-
culties associated with this relationship, given tutors'
responsibility for the assessment of students' teaching
performance	 This was the source of a major dilemma con-
fronting tutors in their loyalties to individual students
and the teaching profession	 As the S P I T E project also
found, tutors found it difficult to resolve the choice
between giving students every chance to show what they could
do and ensuring weaker students were dissuaded from entering
the teaching profession (see also Chapter 8)
As well as sharing similar perceptions of their role,
Paul Brown and Gerald Lewis had similar conceptions of 'good'
teaching	 This was founded on personal commitment and
enthusiasm, the establishment of good working relationships
with children and a commitment to active learning
[teaching] is about relationships ultimately and
it's why teaching machines will never, hopefully,
replace the person	 I want if nothing else for
them [the student teachers] to go out with an
urge to teach	 I want them to go out with some
sense of excitement
(Gerald Lewis, interview extract)
one of our fundamental principles of learning
pupils have got to be active 	 I mean that dominates,
I hope, a lot of the early work that we do with
students, and a lot of the comments I make to them,
because I keep insisting they've got to think in
terms of pupil activity and not just their own
activity	 (Paul Brown, interview extract)
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It was these qualities Paul Brown and Gerald Lewis attempted
to foster in their own teaching and in their students'
teaching
There were twenty-eight students (twenty women and
eight men) taking the subject specialist course of professional
studies, twelve in Gerald Lewis's group and sixteen in the
group led by Paul Brown	 Between them the two groups repre-
sented a wide range of educational biographies, life
histories and subject specialisms 	 Most had entered the
B Ed course as 18 year olds with conventional 'A' level
requirements, but seven students were aged over 25 years and
entered with qualifications including Open University Credits,
the Higher National Certificate in Metallurgy and Engineering
and a Diploma in Management Studies 	 In fact not all the
students on the course were working towards a B Ed qualifi-
cation Four of the mature students, all males, had turned
to a teaching career in their forties or fifties having
been made redundant by the closure of a large local industry,
and were studying for a Certificate in Education	 Another
male student in his early twenties, was employed by a local
Church as an organist and, since part of his job required
teaching music in a Church college it was thought expedient
he should gain qualified teacher status by taking a one year
professional studies course	 All the other students were
studying for a B Ed degree, although most were undecided
as to whether they would carry on for the Honours year Most
said this largely depended upon how they found the job
situation when the time came to make applications 	 This was
a source of anxiety for students
	
They were very much aware
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of the consequences of educational cutbacks and teacher
unemployment and of competition from what they regarded as
'better qualified' students	 Nonetheless they were
optimistic that 'in the end' they would succeed in getting
an appointment
Although a range of subject specialisms including English,
Maths, Physical Education, Music, French and Science were
represented in the two groups, I did not find divisions
between students in terms of subject subcultures to be parti-
cularly significant as either an aspect of latent culture
or of individual teacher identity (cf Lacey, 1977, Ball and
Lacey,	 1980)	 This may have been related to the way in
which the teaching units of the professional studies course
were organised	 Although students spent some time in
subject based teaching groups, their basic group identity
derived from the organisation of the professional studies
seminar groups on the basis not of subject specialisms but
the age range of children the student intended to teach
This is not to say subject subcultures were unimportant to
the development of the students' perspectives and identity,
but simply that they did not emerge as a salient factor for
analysis in this study	 Of more significance was identifi-
cation with a particular age range of children and phase of
schooling	 This made for a strong sense of group identity,
but, within the groups preparing for secondary schools,
divisions in terms of age and complicated by gender and work
experience were evident	 For example, in Paul Brown's group
the three mature male students very much joined forces,
drawing on their common background as ex-industry workers
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The younger, mainly female students regarded these three
with some tolerance when they made their frequent references
in teaching sessions to their children's schooling
	 Two
students in their early twenties (Fay and Sean - the church
organist) who had turned to teaching after a period of employ-
ment, did not appear to regard themselves as having a great
deal in common with the younger female students and preferred
to work independently	 The only other male student in the
group (Mike) spent most of his time, as did a mature female
student in her early thirties who was entering teaching after
motherhood (Jill), working with the younger students	 Paul
Brown's group therefore consisted of a core of mainly young
female students which included one young male and one older
female, a much smaller grouping of older male students and
two relatively free-floating individuals who all had some
experience of employment	 This brief description of the
interpersonal group relationships should not be regarded as
indicating major divisions or conflicts between group members,
it simply serves to give some understanding of the dynamics
of the professional studies group as a background to the
focus of the research
Having introduced the tutors and students who are the
focus of this study, it is now necessary to say something
about how the data was collected
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The research techniques
Ethnographers are engaged in a social research process
in which research questions, sociological theories,
substantive problems and research techniques inter-relate
A number of researchers concerned with issues of methodology
have pointed to the dangers of separating techniques or
'methods' from the research problems addressed (Bulmer, 1984,
Burgess, 1986b), and indicate ways in which data collection
techniques shape the findings and conclusions of research
(Shipman, 1981, Ackroyd and Hughes, 1981). It is for this
reason that the research methodology, the research process
and the research techniques used in this study are discussed
at three different points in the thesis 	 Chapter 1 has
provided an account of the ethnographic tradition in edu-
cational research which serves to locate this study in its
theoretical and methodological context	 In this chapter,
having introduced the research locale - the college, the B Ed
course, the tutors and the student teachers - an outline of
the techniques used in the fieldwork follows 	 An awareness
of how the data was collected is important to an understanding
of the findings discussed in the following chapters However,
in recognising that research is a social process in which
problems, theories and methods are inter-connected, a
detailed discussion of the research process is to be found
in the appendix	 An understanding of the practice and process
of research is necessary to evaluate the findings and
conclusions of the research project
	 The appendix therefore
provides a reflexive account of the research process, making
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explicit some of the difficulties and limitations involved
in conducting the research and enabling some assessment of
the validity of the findings 	 Since reflexive accounts are
inevitably retrospective, it is appropriate to place this
at the end of the thesis	 The remaining part of this chapter
is concerned with a brief, descriptive account of the research
techniques used
In line with an understanding of ethnography which
emphasises its flexibility, pragmatism and appropriateness
to the theoretical and substantive issues being addressed
(Schatzman and Strauss, 1973, Burgess, 1984a, 1985a), a
range of research techniques were adopted and adapted for the
fieldwork at Haydon Park College 	 These included participant
observation, unstructured interviews and the collection of
documentary evidence
Participant observation
Participant observation is the technique most commonly
associated with, and sometimes equated with, ethnographic
research	 It is also, as Ackroyd and Hughes (1981, p 104)
state, that method which is closely linked with the perspective
in sociology 'which stresses the interactive and negotiated
character of the social order, created in and through the
meanings actors use to make sense of and interpret the world
in which they live' 	 Given the interactionist orientation
of this study, and its concern with understanding the process
of teacher socialisation from the point of view of the
students and tutors, participant observation had to be
fundamental to the fieldwork at Haydon Park College
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Having negotiated access with relevant gatekeepers (the
Dean of Faculty and course tutors), I joined a number of
classes taking place during the last week of the induction
course in June 1981	 My purpose was to familiarise myself
with the research setting and begin to establish field
relationships	 From September, I regularly attended weekly
meetings of Paul Brown's group of students throughout the
academic year, and sporadically attended meetings of Gerald
Lewis's group
	
My identity as a researcher was known to
both students and tutors, and I joined the meetings on that
basis	 My role as a teacher in another part of the college
was also known to tutors at the outset, and gradually became
known to students during the initial weeks of the fieldwork
Depending on the purpose and activities of the group
meetings and seminars, I adopted a role which varied from
active participation as a student member of the group, to
that of passive 'backseat' observer
	 My basic strategy was
to 'fit in' as unobtrusively as possible, taking care not
to disturb the 'naturalness' of the setting, but at the same
time nurturing an identity as an eager knowledge-seeker and
someone very interested in the problems and rewards of the
process of becoming a teacher 	 I constantly asked questions
of both students and tutors, I joined in with, and listened
to, group conversations	 I observed micro-teaching activities
and participated in many of the learning activities organised
by tutors	 I did not, however, participate in tutor-led
discussions with the group, and generally avoided offering
my own views or knowledge unless directly asked	 I not only
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joined students for timetabled meetings with their professional
studies tutor, but also for lunch and coffee breaks in the
college canteen and coffee bar
	
This was invaluable as a
means of developing relationships, and as a source of insight
into students' own concerns and perspectives
Inevitably I got to know some students better than
others, some of whom became key informants at various times,
providing perspective, analysis and information on events and
situations	 My relationship with different students varied
and changed over time	 For some I was always an 'outsider'
or 'visitor', while for others I became a friend and confidant
For the most part however, I was regarded throughout the
periods of fieldwork as somewhere between a co-student and
a source of knowledge and experience with regard to teaching
When the students were out in schools on periods of
school experience, I sometimes joined one or the other of
the tutors on their school visits 	 I accompanied the tutor
as a 'colleague',	 and	 sat in on students' classes. As
I was acutely aware of the tension and anxiety provoked by
a visit from a school experience supervisor, on every
occasion of visiting a student in school, I made a particular
point of expressing interest and friendliness, playing down
my inevitable identification with the tutor as observer and
assessor	 To do this, I emphasised my concern to understand
the tutors' role in school experience and, when I felt it
appropriate, I gave some positive, though vague feedback on
the lesson I had seen, for example, that I had found the
lesson content interesting or that the class had worked hard
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During these visits, as opportunities presented themselves,
I also sat in on meetings with school staff in which,
depending on the formality or purpose of the meeting, I
adopted an observer role and/or asked questions about the
school in general	 Collecting data from school staff was
not, however, a major part of this study
At times it was possible to record data while 'in the
field', but on most occasions it was necessary to 'write up'
data in a research journal at the end of the day	 For
example, during the micro-teaching sessions which form the
basis of Chapter 3, it was possible to make extensive notes
on the discussion which ensued over each of the recorded
'lessons'	 These notes then provided the basis for a fuller
record of the sessions which was immediately written up
On the other hand, although it would have been possible to
make notes while sitting in on students' lessons in schools,
I felt this would have been far too distracting and disturbing
to the student	 Consequently much of the data describing
lessons and some of that reporting conversations with students
or tutors is extracted from fieldnotes rather than directly
transcribed
My use of participant observation as a technique of
data collection and as the basis of my research strategy was
primarily governed by pragmatic considerations of, 'fitting
in' and establishing positive relationships with students
and tutors, and gathering relevant data as unobtrusively as
possible	 This involved adapting both the method and my
role in the field in ways I felt were appropriate to the
specific setting and situation in which I found myself
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Interviews
In a discussion of his school based fieldwork, Denscombe
(1985) notes that although informal discussion with teachers
provided an indispensable source of information, it had its
limitations in that it did not lend itself to systematic
control or rigorous recording 	 Recognising these limitations
of data collected through participant observation and
informal conversation, most ethnographic studies complement
these data with interview material (e g Burgess, 1983;
Pollard, 1985a, Beynon, 1985)
I conducted interviews with student teachers after each
of the three blocks of school experience	 These interviews
were recorded and later transcribed	 Their purpose was
twofold	 to collect data relating to the students'
experience in schools which for practical reasons it was
impossible to observe, and to generate more systematic and
comparative data relating to the students' developing teacher
perspectives	 The interviews, some of which were conducted
with two or three students together, were basically
unstructured	 Although I had a number of key themes and
questions which I tried to cover in all the interviews,
students were given freedom to develop their answers as they
wished and to a large extent to control the direction of the
interview	 Most of the interviews covered questions concerning
basic details of schools and classes taught, initial
encounters, relationships with school staff, best and worst
lessons, characteristics of 'good' teachers and teaching,
and so on	 These topics provided the basic focus for, and
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structure of, the interview, but students were free to raise
issues which concerned them	 No interview, on average
lasting over an hour, exhausted the possible topics of dis-
cussion	 Indeed, it would have been possible to conduct
lengthier or additional interviews with each student before
exhausting the relevant data, this however was impracticable
given other demands on the students' time 	 For this reason
also, it was not possible to interview every student after
each of the school's experiences 	 Most of the students in
Paul Brown's group were interviewed at least twice and six
students from Gerald Lewis's group were also interviewed
after the second school experience
Towards the end of the period of fieldwork in June 1982,
I formally interviewed the two professional studies tutors
in some depth
	 I had, of course, engaged in 'informal inter-
viewing' throughout the year, particularly when travelling
to schools some distance away from the college to visit
students	 However, I wanted to supplement these data with
more systematic and recorded material on their views regarding
teachers, teaching and teacher education 	 Relatively formal
interviews conducted at the end of the academic year allowed
the tutors to comment upon incidents, situations and students
in retrospect, as well as to share their own views and
beliefs in a more 'educationist' as opposed to 'teacher'
context (Keddie, 1971)	 These interviews also gave me the
opportunity not only of collecting systematic data relating to
the tutors' perspectives and perceptions of their role, but
also of 'testing out' by means of triangulation, some of the
themes that had become the focus of the research
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Documentary evidence
Throughout the time I was engaged in the fieldwork, I
gathered documentary material	 In my initial meetings with
the Dean of the Faculty and the course tutors, I acquired
material relating to the organisatlon of the teacher education
course, including syllabuses and reading lists	 Official
booklets setting out objectives, content, structure and
organisatlon of the course as a whole and the professional
studies element in particular were invaluable in giving me
a basic overview of how the course 'worked' 	 Such documents,
along with handouts acquired in classes, also told me some-
thing of the 'official ideology' of teacher education at
Haydon Park College	 In addition, I gained access to written
material produced by students and tutors	 For example,
students were required to keep a detailed school experience
file which included an analysis of the school, schemes of
work, lesson plans and evaluations	 These files provided
data complementing students' interview accounts of what
happened in school	 Such data were not regarded as providing
wholly accurate descriptions of students' lessons - the files
were a course requirement and to be assessed - but were
analysed in terms of what they said about student teachers'
perspectives (cf Purvis, 1984) 	 Finally, I asked a number
of students on their third school experience if they would
keep a diary for a week while in school 	 In the event only
four students actually did so, and this material was used to
complement other data on school experience
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Conclusion
The purpose of this chapter has been to provide background
details for the analysis of the process of teacher socialis-
ation which follows	 Accordingly, it has provided a description
of the research locale, the individuals and groups who are
the focus of the research, and the techniques used to collect
data
In conclusion, it is important to remember that the central
concern of an ethnographic study such as this is to provide a
descriptive account that is faithful to the world-view of the
participants being described	 The focus is therefore on the
subjective reality of the social context being studied
	 Such
concerns shaped the present study and influenced the range of
techniques employed	 Yet it must be emphasised that
techniques were not applied to research problems in any pre-
determined or systematically structured manner
	 All field
research depends on a complex interaction between the
research problem, the researched and the researcher 	 Moreover,
data collection and data analysis are shaped not only by the
theoretical and conceptual approach of the researcher but by
the research process itself
	 These are important issues to
bear in mind when evaluating the findings and conclusions
of research	 It is for this reason that a more detailed
and reflexive discussion of the research methodology is
included in the appendix
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Notes
This division of responsibility serves to reinforce
gender stereotypes regarding the teaching profession,
particularly in relation to the assumption that women
are somehow 'better suited' to teaching young children
and men to the demands of secondary school teaching
2	 In fact, one of these groups actually had two
professional studies tutors, Paul Brown shared some
of the teaching and responsibility for four students
with Ben Wright who had a part-time post at the
college
3	 All names in this study are pseudonyms
4	 These students do not feature very much in the
substantive chapters of the thesis
	
Since their
background was unusual and their experience of the
teacher education course and teaching practice
significantly different from that of the other
students, I decided not to use interview or
observation material relating to them 	 I have not
however excluded data relating to all 'mature'
students but have tried to indicate where data
relates to such students
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CHAPTER 3
THE OTHER SIDE OF THE DESK
This chapter develops a framework for the analysis of
the professional socialisation of teachers by considering
the way shared meanings and understandings emerge through
interaction within a social context which is both enabling
and constraining	 It seems appropriate to explore these
premises through an examination of a key stage in the
development of a teacher perspective among student teachers,
namely the first relatively formal and public adoption of
the teacher role on the professional studies course 1 This
took place in college, in a series of micro-teaching exercises2
which were an important element of the induction programme
for professional studies
The analysis presented here concentrates specifically
on the development of one aspect of the teacher perspective
pedagogy and its associated strategies	 In describing and
analysing a number of small-scale 'lessons' taught by student
teachers, I examine the taken-for-granted assumptions and
understandings about teachers and teaching which student
teachers brought with them to the professional studies year
These may be regarded as the raw material - the recipe
knowledge - from which students actively constructed peda-
gogical perspectives	 Constructing a pedagogical perspective,
although a creative activity on the part of students, was
not however, an autonomous one
	 Socialisation involves
interaction with significant others, in this case profe&sional
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studies tutors, and a process of definition, negotiation and
must
redefinition therefore take place 	 Within this process
there can be much potential for conflict The assumptions
and understandings with which student teachers began their
professional studies course, did not match up with tutors'
definitions and assumptions regarding teaching
	
It is argued
that the hidden curriculum of the micro-teaching sessions
involved learning an alternative definition of pedagogy 	 In
this way a brief but key episode in the construction of a
professional - or at least student professional - identity
highlights some of the central issues involved in professional
socialisation	 This chapter demonstrates that if the process
of teacher socialisation is seen as the active and creative
development of teacher perspectives, it is also a process
which imposes certain constraints on the students' autonomy
to develop such perspectives	 The professional socialisation
of teachers therefore involves differential power relation-
ships between participants in the process, and this sets the
context for negotiation	 These are key themes of this study
Micro-teaching
Bachelor of Education students at Haydon Park College
actually began the Professional Studies in Education course
immediately after examinations in the second year of their
degree studies with a four-week Induction Course 	 The
purpose of the induction course, as stated in the Course
booklet, was 'to form a bridge between the theoretical
orientation of the first two units in Education and the
professional work of the third year
	 {which is] interesting,
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challenging and relevant to their [the students]
expectations as aspiring teachers' 	 The Course booklet,
written by the professional studies tutors, stated this
involved the consideration of three related themes
a) the concept of Curriculum Development
b) the professional and practical role of the teacher
c) sources and resources as teaching aids
In practical terms, the induction course consisted of a
number of activities for students 	 First, a programme of
lectures and seminars on various aspects of the Education
Service and on 'curriculum development'	 Second, a series
of micro-teaching exercises	 Third, a number of sessions
on the use of resources and display techniques, including
practical work Fourth, topic work students were expected
to explore a topic over the four week period, and to link it
with the lectures and seminars on curriculum development in
order to produce a display showing the project in pictorial
and written form	 This was to include stimulus material,
an account of objectives and a 'topic web', preparing the
topic for teaching	 The preparation of the display almost
fully occupied the students in the last part of the third and
fourth weeks of the induction course
If the display took up a great deal of the students'
time and energy, it was the micro-teaching sessions which
were regarded as the most important part of the induction
course	 For most, this was 'the real thing': their first
publicly evaluated attempt at teaching	 It was therefore a
significant step in the process of becoming a student teacher
and, more importantly, towards developing a teacher perspective.
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Micro-teaching aims to provide scaled-down teaching encounters
in which student teachers have the opportunity to gain
experience in specific skills involved in the teaching
process	 The general aim for micro-teaching on the induction
course at Haydon Park College, as stated in the course booklet,
was 'to introduce, develop and improve some of the basic
techniques of teaching'	 This involved three separate
exercises, each of which were videoed and replayed for review
In the first exercise each student read two short passages
of their choice for approximately one minute each to the
rest of the group	 The objective of this exercise was that
students should be able to identify and recognise the
importance of 'Set' (the establishment and projection of
oneself as a teacher in terms of stance, eye contact, voice
and so on) and show subsequent improvement in these skills
Although the prospect of being videoed caused students con-
siderable apprehension, this first exercise involved far
less anxiety than the second and third, with which I am
concerned	 For the second and third exercises, students
'plan and teach a four-minute micro-lesson to peers who will
not necessarily be knowledgeable about the material'.3
Formally, the third exercise is a repeat of the second, or
as one tutor put it 'the same thing done better' (although
in practice many of the students completely changed the
content of their micro-lesson) 	 The objectives of these two
exercises were that students should be able to demonstrate
an improvement in techniques of selecting, sequencing and
presenting material
	 The course booklet provided a checklist
of questons for evaluation under the heading 'Teaching Points',
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(Table 1), and in addition set out a scheme for the analysis
of teaching, (Table 2)	 Since these were discussed in a
seminar before the micro-teaching exercises, they were
available to help the student in preparing their micro-
lessons
Table 1
	
The analysis of micro-lessons teaching points
Teaching Points
Was the use of posture, gesture and voice effective'?
2	 Were additional aids used, eg audio-visual,
conceptual (analogies), etc'?
Was the student's position in relation to the
teaching aid effective'?
Did any development of the diagram, picture or
model follow a logical sequence'?
Was it well presented, eg right size, right
amount of detail'?
3	 Was too much expected of the audience in terms
of previous knowledge'?
4	 Did vagaries such as er, urn, sort of, 0 K
etc appear'?
5	 Were key statements used and made obvious'?
6	 Was the explanation effective, eg opening
remarks, undefined terms, summing-up, timing,
use of questions and answers, etc'?
7	 Was the material selected, appropriate for a
4-minute lesson'?
(from Professional Studies in Education,
Induction Course booklet, Haydon Park
College)
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Table 2 The analysis of micro-lessons
the teaching process
Some elements of the Teaching Process
1 Set - the establishment and projection of oneself
as a teacher
1 1 Facing a class
1 2 Making contact
1 3 Introduction
1 4 Voice
2 Presenting Material
2 1 Use of questions
2 2 Use of resources
2 3 Techniques of
exposition
24 Generating
specific
activities
3 2 Talking
3 3 Looking
3 4 Reading
3 5 Marking
3 6 Sixth sense
stance, position
gaining attention, eye contact,
facial expression, gesture, voice
clarity, exposition
tone, volume, clarity, projection,
emphasis, speed
probing, re-direction, response
to answers, different types of
questions (e g related-fact,
Higher Order), different types
of questioning techniques (e g
individual, group, named,
hands-up responses)
blackboard, overhead projector,
film, tape, etc
involving questions, resources,
and voice as well as consider-
ation of selecting and
sequencing material
listening by children, specific
individual or group tasks of
reading, writing, drawing, etc
to individuals, to group responses,
to right/wrong answers
discussions, debates, dialogues
for attention, visual signs, responses
what pupils have written
specific assignments, tests,
examinations
feeling
3 Assessing Response
3 1 Listening
(from Professional Studies in Education,
Induction Course booklet, Haydon Park
College)
85
Although the micro-teaching exercises involved teaching
in 'ideal' conditions - masses of time for preparation, a
small group of attentive, well-behaved and sympathetic
'pupils' - micro-teaching sessions were lengthy, tiring and
anticipated with horror by students
	 Each student had to
prepare and 'perform' their lesson, it was commented upon,
eventually replayed on video and dissected for criticism With
approximately fifteen students in a group, it could take all
day and be simultaneously entertaining and tedious - parti-
cularly when the video would not work or the sound had not
recorded'	 Nonetheless, students recognised this as a valuable
if anxiety-provoking exercise	 In describing her 'disastroust
micro-teaching experiences, Becky elucidated with humorous
hindsight, the awfulness of micro-teaching
Don't talk about it' Everyone nearly had nervous
breakdowns about it, we couldn't sleep the night
before	 It's awful watching yourself - all your
verbal mannerisms and you scratch yourself in
embarrassing places	 We had to teach something to
the rest of the group and I did Origami, but I made
the mistake of using too small a piece of paper so
at the end no-one could see what I was doing' I got
pulled to bits for that	 4
At the same time students viewed it as one of the most useful
parts of the induction course	 In a seminar in which students
were encouraged to give some feedback on the induction course,
one student said he wished there was more micro-teaching, and
most of the others readily agreed
Micro-teaching was thus a significant experience for
student teachers, and with this in mind I sat in on a number
of micro-teaching sessions with groups of 'new' professional
studies students	 I became a semi-participating observer
in that I sat with the students and was, as they were, a part
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of the audience for the micro-lessons, participating in any
activities set by the 'lesson teacher' such as doing sums
or handling objects passed around
	 However, when each of the
micro-lessons was being discussed by the students and
tutor(s), I withdrew from the participation role and became
an observer taking copious notes on what was said
I will now turn to a consideration of the actual micro-
lessons produced by the students	 Each student did a four-
minute lesson in which they were required to teach the rest
of the group something 	 Although the micro-lessons were
very different in terms of subject matter - from the beaks
and feeding habits of garden birds to how to make a tasty
cheese snack - in some ways they were very similar 	 Perhaps
the most striking thing was the extent to which they could
be seen as analogous to dramatic performances 	 Certainly the
over-riding feeling of the mornings and afternoons on which
micro-teaching was scheduled, was of a series of public solo
'performances' which each 'actor' was relieved to have
completed	 I shall return to this analogy later in the
chapter
Six micro-lessons
Clara
Clara takes some time to prepare for her lesson - she
has a lot of materials She sets up the OHP and pins
up some posters of beautifully hand-written poems and
sets out a variety of books, cards, pens and nibs on
the table in front of her	 Eventually she is ready
and stands to attention with hands clasped, behind the
desk	 She smiles or rather grins at the camera to
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indicate she is about to start	 The rest of the
group quietens down and focuses attention on Clara
who has a distinct lilting Welsh accent	 "I am
going to talk about calligraphy and give you some
advice about how you might go about doing it" And,
this is exactly what she does
	 In a clear, confident
voice she explains what calligraphy is and tells us
how it is done, illustrating her talk with examples
on the UHF (though she is standing the 'wrong' side
of the machine, so partially blocking the screen)
pictures, pens and nibs	 Clara maintains good eye
contact with her audience and though she has some
notes on the table which she sometimes picks up, she
does not really refer to them she knows her stuff
At the end of her four minutes she holds up some
examples of calligraphy and says "That's it" to
signify the end of her lesson
Brenda
Brenda appears nervous and self-conscious as she sets
up the OHP	 Once this is done she stands looking
'ready' and when everyone's attention is on her, the
camera starts and she goes into action	 "Today, I am
going to tell you about the life cycle of the frog",
and this she does using a diagrammatic representation
on the UHF	 However Brenda is very nervous, as
evidenced by the rash moving up her neck	 She is
hesitant and forgets what she wants to say, becomes
lost for words and her talk is interspersed with lots
of 'umms'	 Her eye contact with the group is nervous
and sporadic, and though she holds some notes she
does not use them, preferring to use the diagram on
the OHP as a guide to what she has to say 	 It is a
very factual presentation with no questions a talk
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Cliff
Although Cliff keeps clearing his throat, he appears
to be fairly relaxed and has a casual manner 	 He
sets up the OHP, and perching on the edge of the desk
next to it, signals he is ready to begin 	 "This
morning I am going to teach you how to squash numbers
and cast out the nines", and he plunges into a very
detailed exposition based on four neatly-written,
step-by-step OHP transparencies, which he uses as
notes	 These are complex and difficult to follow
Cliff has a low, monotonous voice which makes him sound
rather bored and casual	 Moreover, he tends to talk
to the OHP, the screen or the camera rather than the
group	 He asks no questions and towards the end loses
his train of thought and keeps switching the OHP trans-
parencies which becomes quite confusing - minor panic
This is very long - 8- minutes
Damon
Damon is very tall,tends to stoop and has a speech
mannerism which means he 'umms' a great deal	 He
sets up the UHF and unpacks his plastic carrier bag
on to the table at the front of the class bowls,
knife, spoon, bread, butter, a jar of pickle. The
rest of us look on with amusement, it is going to
be a cookery demonstration 	 When all is set out to
his satisfaction, Damon says he is ready and begins:
"As students living on a grant which doesn't
stretch too far, we need cheap, healthy food
which is quick to prepare 	 Today I am going
to give you a recipe for a cheese snack which
is quick, cheap and nourishing	 .
Damon proceeds with a demonstration, but he seems
extremely nervous and hesitant, his speech is punctu-
ated with numerous 'umms' and 'errs', and at one
point he is lost for words and says "forgot my line'"6
At first it seems as though he has forgotten to switch
on the UHF, but it appears as a deliberate ploy
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"while I do the buttering, I'll put the recipe up
for you"	 Damon tells us that the cheese and
pickle must be mixed together before being spread
on the bread, and he goes to take a spoon of pickle
from the jar - only the spoon is too big, and will
not fit into the neck of the jar' While most of the
group laugh politely and giggle, Damon smiles and
says "	 only the spoon won't fit, so we'll use
the knife instead"	 The rest of the 'audience'
dissolves into laughter
Pattie
Pattie has a slide projector which she takes some
time positioning and focusing 	 In addition, she
pins up a large diagram of a canal lock	 She
positions herself perched on a desk next to the pro-
jector with her back to the group and camera, and
says she is ready over her shoulder 	 "Today I am
going to explain how a lock works" 	 It is obvious
that she has written out her lesson word for word
because she reads from some notes as she shows the
slides	 She has a low but clear voice and injects
some humour, encouraging us to visit locks by
telling us that a lot of them are to be found near
pubs	 She is still perched on the desk with her
back to us In explaining how the lock actually
works, Pattie moves to the diagram pinned to the
blackboard and talks us through it without recourse
to her notes	 Having done this, she grins and says
"finished'"	 However, Gerald Lewis, the tutor,
asks	 "Is working locks more difficult for women,
since it obviously requires a degree of strength"
Pattie answers enthusiastically with reference to
'last weekend on the waterways', in contrast to
her 'talk' she is now much more animated
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Penny
Penny, petite and chatty - she has taken a very
active part in commenting on the lessons this
morning - prepares for her own lesson
	
She has ?
large diagram of the heart and a large model of
the human heart which can be taken apart 	 Throughout
the 'lesson', she holds and fidgets with a ruler,
using it to point to things on the diagram	 She
says she is going to explain blood circulation i-n
the heart	 It is a very factual presentation inter-
spersed with some 'do you know what this is/does7'
type questions directed at individual members of the
group	 Penny has notes and refers to them once or
twice, but otherwise talks herself through a mass
of information	 A couple of times Penny appears
to be frantically thinking 'what next 7 ' - witness
several 'umms' and slight pauses 	 After five minutes,
when Penny has not nearly finished, Gerald Lewis,
operating the camera, says "five minutes", which
induces panic in Penny, as she attempts to cut down
the length of her talk	 She continues for another
three minutes, obviously rushing through her material
Having finished the 'talk', she says, "Any questions7"
No-one seems to have a question and Penny says in
surprise, "What, no-one 7 Are you sure"
These six descriptions of micro-lessons represent a
random selection from a large number observed 	 They illus-
trate both the variety of the lessons produced and their
common characteristics 	 This is not to say they are
typical - there is no such thing as a typical micro-lesson
However,	 common features did characterise the lessons
These features contribute to the conceptualisation of tthe
micro-lessons as performances 	 I
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a) the structure of the lessons around 'teacher talk'
b) the use of and reliance upon notes
c) the general lack of 'pupil participation'	 In
particular the limited use of questionning on the
part of the 'teacher'
d) the use of visual aids
Teacher talk
Every micro-lesson I observed revolved around 'teacher
talk' - the majority of the lessons exclusively so 	 Teacher
talk was the essence of each lesson, and each lesson was
organised and structured around what the teacher had to say
indeed, for many of the students the lesson - and thus
teaching - was synonymous with talking
The teacher talk of each lesson can be very simply
classified into three basic categories
a) statement of intent (i e what the lesson is about)
b) the 'talk' (i e the content of the lesson, be it
the development of orchestral music or the life-cycle
of a frog)
All lessons included a) and b), however, a minority included
a third form of teacher talk
c) questions addressed to pupils
The micro-lessons fell into one of two distinct patterns,
either straightforward teacher talk without questions or else
a talk with questions	 Students thus adopted one of two
different strategies
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All the students began with a statement of what the lesson
was to be about	 This statement often made explicit the
assumption that teaching essentially involved talking
'This morning I am going to talk to you about
'Today I am going to tell you about
'My talk is about
Such statements also made it clear that the lesson was to be
oriented around teacher talk Lessons which began like this
(and others which did not) invariably developed into a
'talk' or mini lecture, usually with illustration 	 Clara,
Brenda, Cliff and Pattie's lessons all showed this tendency,
and Damon's micro-lesson, although intended as a demons-
tration, could also be justifiably included in the same
pattern
'Giving a talk' was the most common pattern that the micro-
lessons took
	 This was not just a matter of content or form
of teacher talk, it was also reflected in the student's
stance or positioning and their reliance upon notes 	 Gill
was typical
Gill prepares for her micro-lesson by putting up a
large 'home-made' diagram of what appears to be the
various sections of the orchestra
	
Having done
this, she picks up her notes and stands to one side
of the diagram, signalling to the camera that she
is ready to begin
	
"Right - I am going to give you
a brief summary of the development of the orchestra"
Using the diagram, which represents the orchestra as
it is today, Gill gives her talk in a clear voice
She does not move from her position, only turning
slightly when pointing to some aspect of the diagram
There is a lot of information and Gill keeps
referring to the notes she holds, though she does
not read them
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Like Gill, many of the students adopted a position, standing
squarely at the front of the class, where they could see
and be seen by their audience
	 Grasping notes, they often
looked awkward and ill at ease (undoubtedly partially a
function of nerves) 	 Pauline, commenting on her own micro-
lesson, put the problem succinctly
I had difficulty knowing where to stand
	 I was
going to sit down at first, but as I was working
things [OHPJ I felt it wouldn't be right
	 But
standing up meant I couldn't put the papers down
I didn't want to hold them, but on the desk they
were too low and I couldn't see them
	 I felt I
shouldn't hold them 8
One gets the impression that a lectern would not have been
amiss'	 Not all the students found themselves adopting
this awkward 'face the audience' stance
	
Others had	 a much
less uncomfortable, more natural stance Damon and Pattie,
and to some extent Clara and Cliff, came into this second
group The essential difference seemed to be having some-
thing practical to do, such as demonstrating how to do
something or operating equipment
	 This injected some
minimal kind of teacher activity into the lesson Those
students who were relatively unoccupied tended to adopt a
more self-conscious stance
Joyce
Having set up the OHP, Joyce tells us that she is
going to talk about the Girl Guides Association
She starts by asking "Has anyone been in the Guides,
or Scouts or Brownies or Cubs'" Several hands go
up	 Joyce smiles in acknowledgement and says "A few"
But now she plunges into her 'talk' 	 She switches
on the OHP to reveal the Guide Promise and in an
enthusiastic voice takes us through each part explaining
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its origin and intent	 Standing still and
looking a bit awkward, at first Joyce refers to
the notes she is holding quite a bit, but once
the OHP is on she forgets and her talk becomes
more spontaneous	 Having gone through the
Promise, Joyce asks if there are any questions
and two members of the group ask her questions
In general, students who relied most on notes had least to
do activity-wise in terms of managing visual aids and
resources	 This can be represented diagrammatically by
plotting the lessons along two dimensions signifying the
amount of visual aids or resources and the use of notes
Figure 1 The relationship between use of notes and
resources in micro-lessons
many resources
Clara
Damon
Geraldine
Penny
read notes	 no notes
Pattie
Bre ida
Cliff
Gill
Joyce
few resources
Like nearly all the students, Joyce and Gill had a
set of notes which they used as a prompt to the lesson. Of
those students who had notes, the extent to which they were
used varied quite considerably	 Pattie, for example, actually
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read her talk for a large part of the five minutes, but this
was fairly unusual	 Most students who had notes referred
to them rather than read them, but some referred to their
notes rather more than others
	 Joyce began by consulting
her notes constantly, and then as she gained confidence, the
notes assumed less importance and she simultaneously became
more natural and spontaneous	 Pattie 'came alive' when asked
questions for which she was quite unprepared	 But what of
those students who had no notes at all'? It was certainly
not the case that they were necessarily more natural and
spontaneous	 It is important to be clear about the nature
of the lesson notes
	
They were essentially 'lines', either
simply the text of the speech or the script of a one-person
play with stage directions (switch on OHP, hand out pictures)
In the same way as actors must learn their lines to deliver
speeches effectively, so many of the students learnt their
lines, even though the majority felt it permissible to appear
on the classroom stage with their scripts
	 Some students
learnt their lines better than others, some forgot their
lines	 Many of the students had actually rehearsed their
lessons, if only to time them
Paul Brown [the tutor] asked Rick how he felt about
his lesson
Rick	 My main worry was that I wouldn't get
through it in four minutes, I had timed
it at home and it was taking eight minutes
I suppose I was more relaxed then
PB	 Practising in front of the bathroom mirror'
Pattie	 Kitchen timer''°
Geraldine had not only thoroughly learnt her 'lines' but was
determined to keep her lesson down to the allotted five
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minutes 11
Geraldine appears to have a great many resources
for her micro-lesson, it takes quite some time to
prepare	 setting up the OHP, pinning up diagrams
and posters, laying out books and handouts and
cards	 on the table which she has moved to a
central position at the front of the class
Signalling her readiness to the camera, Geraldine
tells us that her topics are the methods and sources
of data used by historians	 Her style is very
different from the micro-lessons observed so far
this morning she has no notes and asks lots of
questions - "Do you know what	 '?" and "Can
anyone tell me	 v", both to the class and
to named individuals	 Moreover she makes key points
clear by saying "It is important to remember that
"	 A little light relief occurs when
Geraldine gives out some postcards and says to Joyce
in her best schoolmarm voice "Can you pass them
round'	 Quickly please'"	 Everyone giggles and
Joyce pulls a face	 In fact, speed is the defining
characteristic of Geraldine's lesson, not only does
she move about from the OHP to the blackboard and
hand out resources at a fairly high speed, but the
pace at which she talks is breathtaking - she is
obviously trying hard to get it all into four minutes
A swift summary of the main points at the end and
Geraldine just about manages to gasp "Any questions",
and looks greatly relieved when there are none
Given the amount of material Geraldine covered in little
more than five minutes, and the fact she managed to ask
questions, emphasise important points and summarise,it was
evident that she 'knew her stuff' 	 She may not have learnt
'lines' word for word, but she did know exactly what she was
going to say, including the questions she was going to ask
97
Moreover, the speed at which she presented her material
suggested that she had rehearsed her performance 	 Indeed,
she told me she had practised on her flatmates
The analogy of micro-lessons as dramatic performances
is reinforced when one examines the strategies students adopt
to present their lessons	 Most students produced a set of
notes which acted as a 'script', and many held on to this
'script' throughout the four-minute lesson, although some
did abandon notes as the lesson progressed 	 The notes or
'script' varied in form from a concrete script written out
word for word, to a diagram or OHP transparency which was
simply used as a guide	 Students who did not use notes
still presented their lessons as performances, they merely
learned their lines more effectively 	 The speech/play
analogy is further reinforced by evidence that some students
rehearsed their talks and others forgot their lines - some
students even talked about learning lines or forgetting them'
Indeed, to some extent the performance analogy was used by
students themselves
Questioning
The micro-lessons produced by the students varied
significantly as to whether or not the teacher asked
questions	 This is best viewed in terms of a continuum of
questioning strategies	 while the majority of students
included no questions at all, a few included one or two
questions, and others, for example Geraldine and Simon -
below - interspersed their whole lesson with questions
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Simon
In preparationfor his lesson, Simon sets up the
UHF and the slide projector and gathers several
large posters on the desk at the front of the
class	 Simon sits at the desk and says he is
going to look at the three stages in the life-
cycle of a river	 He does this by using diagrams,
posters and slides, and by asking direct questions
to elicit factual information about the main
characteristics of rivers at different stages,
e g "What do we call the part of a river which
opens into the sea"
	
If he gets no response, he
directs the question by naming someone, "Come on,
who hasn't said anything yet'? Cliff" Simon's
presentation is unhurried and clear, and he uses
the UHF to summarise in some detail the main
characteristics of each stage 	 After describing
each stage, he hands round large pictures and
slides of rivers and tells us what to look for,
this means Simon stands up and does not return to
his seat	 He is silent as people pass round the
pictures	 Although he attempts to cram a great
deal into four minutes, he still gives a brief
summary of the main points to conclude the lesson
I do not intend here to go into a detailed analysis of
the types of questions and questioning strategies utilised
by the students, this would require fairly complex observ-
ation schedules which I did not undertake 12 However, a
cursory analysis shows that other than the 'Any questions'?'
strategy with which Penny, Geraldine and Joyce finished
their lessons, the questions asked by the student teachers
tended to be of the 'do you know'? ' variety	 Penny and
Geraldine both used this type of question to elicit information
and facts from the 'pupils', and both used the technique of
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directing questions to individuals as well as to the class
as a whole 13
It is important not to overemphasise the difference in
form between micro-lessons which included questions and
those which did not
	
Even lessons such as Geraldine's and
Simon's were essentially 'talks', in the sense that the
objective of the lesson was to inform and teacher talk
outweighed pupil talk 	 Furthermore, the assumptions about
teaching and teachers which shaped the micro-lesson, as I
shall argue below, were essentially the same 	 However, in
practice if not intention, one student deviated from this
model	 Yvette's lesson was distinctive in that it was
centred on a particular questioning strategy 14
Yvette introduces the topic of her lesson as 'the
uses of trees' , then she says "Now, while I write
the title on the blackboard, you think of some
uses of trees"	 She writes up the title and turns
back to the class	 Members of the class offer
contributions Yvette accepts them by writing them
up on the board, or by making the student expand on
their suggestion, asking them for examples, getting
them to give general categories for use, e g food,
timber, etc	 It seems that they are not always
providing the 'right' answer, and so Yvette throws
it back and elaborates on contributions herself so
that she can get the 'right'/correct word to go up
on the board This takes some time, but when she
has a fairly long list, Yvette switches on the OHP
to show a detailed diagram of the uses of the
various parts of a tree	 She draws attention to those
uses which the class has missed	 Once she has
completed this, she says, "I think I'll stop there",
even though she has a good deal more material prepared
(another OHP transparency)
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In contrast to the other students, Yvette focused her lesson
around 'pupils'' contributions and knowledge	 In this way,
the balance of Yvette's lesson in terms of teacher talk
fell into category 3 - questioning - rather than category 2 -
talk	 Moreover, Yvette used questions to provoke thought on
the part of the pupils rather than simple inculcation and
recall of factual information
Resources and visual aids
It is evident from the examples given that there was a
heavy reliance on resources, especially visual aids	 Posters,
pictures, OHP's, slides, tapes and working models were all
used	 In fact, I did not observe a single micro-lesson without
the use of at least the OHP or a carefully-drawn and labelled
diagram	 Most used a variety of these 	 Indeed, some of the
visual aids produced, such as Clara's examples of calligraphy,
were stunning and had obviously taken hours to produce 	 I
was surprised by this proliferation of visual aids a micro-
lesson without visual aids would almost certainly have been
criticised, by both students and tutors
This emphasis on visual aids is easily explained 	 A
large part of the induction course was spent examining display
techniques and the use of resources	 Students visited the
Resources Centre in the College Library, learnt to use the
various pieces of equipment and did practical work with Art
tutors	 This was linked to their project and display work,
and the emphasis on resources and visual aids was reflected
in their micro-teaching	 I was also surprised that only one
student used chalk and the blackboard 	 The traditional
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stand-by of the teacher seemed to be totally ignored by
these student teachers
	 This was particularly striking in
the case of Cliff and, to a lesser extent, Damon	 Cliff
used four OHP's to work through a number of maths examples
and eventually became very confused switching from one to
the other	 Damon used his OHP as a recipe-list of the
ingredients for his cheese snack 	 In both cases it was
suggested in the discussion of the lesson that it would have
been more economical and practical to have used the black-
board There seemed to be a real reluctance among the student
teachers to use the blackboard - other than to pin things to
In one sense this was a rational decision 	 It may look easy,
but first attempts at writing on the blackboard suggest that
it is a clumsy skill which takes a great deal of practice
to master	 The results are often embarrassing writing which
is either too large or too small or awry 	 In fact, although
the students had spent some time on lettering techniques in
the Art Department, they had no formal opportunity to practise
using a blackboard	 Since they were practised in the use
of OHP's, and since it is possible to prepare them beforehand,
it may have been easier and less anxiety-provoking to
substitute OHP's for the blackboard
Pedagogical perspectives
In discussing a number of common features of the
students' micro-lessons - emphasis on 'teacher talk', use of
and reliance on notes, general lack of pupil activity and
use of visual aids - I have drawn an analogy representing
the micro-lessons as 'performances', one-handed playlets
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complete with speeches, lines, script, props and minimal
audience participation	 Being aware of the limitations of
analogies, I claim very little for this one	 Its explanatory
value is negligible, but it is an analogy which emerged
from the data	 Students had 'stage nerves' and were concerned
to give a good performance, knowing it would be subject to
the criticism of their peers and tutors
	
It was a public
performance	 The analogy thus serves to convey a feel for
the situation on the days micro-teaching was to take place,
and to draw attention to the main features of the micro-
lessons	 We now turn to a consideration of the conceptualis-
ations of the nature of teaching implicit in the micro-lessons
We are primarily concerned with the development of
teacher perspectives, but here in particular with one aspect
of this	 the pedagogical perspective of the student teachers
The term 'pedagogy' at its simplest refers to the principles
and methods of teaching
The ways in which a teacher carries out his task of
presenting new knowledge and experience to his
pupils, and generally manages the social life of
his classroom	 (Esland, 1977, p 6)
Pedagogy includes not only visible teacher behaviour, what
might be termed pedagogical strategies, but also the
invisible meanings, assumptions and intentions which lie
behind action	 Pedagogy is a central part of a teacher's
perspective vis--vis their main activity teaching
Perspectives are, of course, shaped by a set of beliefs
and ideas concerning teaching and education	 educational
ideologies 15 More importantly, however, perspectives are
partially derived from what Schutz (1972) has called 'recipe
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knowledge', that is, the everyday, commonsense knowledge
which emerges indiscriminately through the pressure of social
constraints, and which is applied automatically 	 Pedagogical
knowledge particularly is of this kind
Pedagogical perspectives, like the teacher perspective
of which they are a part, develop throughout the process of
teacher socialisation 	 This means that they will be
influenced not only by the pedagogies of tutors	 and super-
vising teachers on school experiences but also the pedagogies
of teachers from student teachers' own school careers More-
over, the pedagogical cultures of the training institution
and of the schools in which students are placed will also
exert subtle influence	 It must, however, be emphasised that
pedagogy is a social construction 	 actors do not simply draw
on pedagogies which exist independently of them
	 Pedagogy
is an active construction derived from the application of
assumptions and meanings to a concrete classroom situation
the socially constructed solution to the reality of classroom
life	 The concern, then, is with subjective dimensions of
pedagogy, that is, how teachers think of their classroom
tasks and relationships, and how they come to structure
teaching situations in particular ways	 In short, the sets
of understandings and frames of reference which are funda-
mental to the ways in which teachers perform in the classroom
Every teacher approaches the daily interaction of
the classroom with particular assumptions and
schemes of interpretation	 These contain the
relevance structures by which he judges the
meaning of classroom phenomena and by which he is
prompted to act in certain ways
(Esland, 1977, p 15)
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Confronted with a teaching situation, albeit an artificial
one, at the start of the professional studies course, the
students brought to their micro-lessons particular understand-
ings of teaching and learning 	 These constitute the
students' pedagogical perspectives 	 This perspective was
not consciously thought out, highly developed or permanent
The pedagogical strategies and assumptions revealed in the
micro-lessons were little more than taken-for-granted
responses to the problem of teaching a micro-lesson, and as
such, drew on commonsense knowledge about teaching and what
teachers do
	
As a coherent pedagogical perspective, it was
fragile and easily challenged by the professional tutors
Nonetheless, the assumptions and understandings revealed
represented central aspects of the students' teacher perspect-
ive at that time
There have been a number of attempts to describe what
are variously called, alternative styles of teaching, edu-
cational ideologies, teacher perspectives or pedagogies
The most common approach has been to contrast two polarised
types, for example teacher centred and child centred
( DES,	 1967) or transmission and interpretation (Barnes
and Shemilt, 1974)
	 Dichotomous approaches, however,are
problematic in that they understate the complexity of
teaching and learning	 Thus there have been some attempts
to go beyond dichotomies, for example Bennett and Jordan
(1975) establish twelve types of teaching style, but this
still appears to be selecting from a wider range of alterna-
tives	 Another approach to describing teacher perspectives
is to establish dimensions or criteria on which teaching can
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vary independently, and then to plot all the combinations
which are possible	 Some of these will exist in practice,
others will not	 Hammersley (1977), for example, differenti-
ates a large number of dimensions, which he organises into
five groups	 The first is concerned with the definition of
the teacher's role, the second with the conceptualisation
of pupil action, the third and fourth relate to conceptions
of knowledge and learning and the last with preferred tech-
niques	 These five dimensions might be taken as the set of
assumptions which together make up a teacher's pedagogical
perspective
My purpose is not to construct yet another typology or
even to explore an alternative set of dimensions from which
such a typology might be constructed, but rather to describe
the pedagogical perspective of the student teachers at the
start of their professional studies course, in terms of the
implicit assumptions about teaching, learning and knowledge
revealed by the micro-lessons	 In so doing, I am not
suggesting that the assumptions and ideas implicit in the
micro-lessons give a complete or comprehensive insight into
the student teachers' pedagogical perspective 	 To do so on
the basis of five minutes teaching, let alone in the presence
of a video camera, would be ridiculous Micro-teaching
situations are artificial teaching situations, but at the
same time they may be seen as providing 'ideal' conditions
for teaching	 It is this latter facet of micro-teaching
which enables us to unpack the micro-lessons in terms of
pedagogical perspective and gain some insight into student
teachers' taken-for-granted assumptions about teaching, learning
and knowledge 16
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Having stressed the diversity of teaching styles and
perspectives, it must be said that the most striking things
about the student teachers' micro-lessons were their
similarities rather than their differences 	 In describing
the characteristics and strategies used in these micro-
lessons, I have shown that the lessons fell into two
patterns, the second of which was essentially a variation on
the first	 This leads me to argue that the students, with
perhaps one exception, shared a common pedagogical perspective
First, all the students adopted an authoritative teacher
role, a role legitimated in terms of expertise grounded in
knowledge rather than method	 The claim to authority was
that the teacher knew more than the pupils, rather than being
more skilled in the processes and methods of teaching and
learning	 For the students, what made them teachers was
their possession of knowledge which the pupils lacked, know-
ledge which was to be transmitted to the pupils 	 The teacher
role was narrowly defined as the teaching of particular skills
or the imparting of specific knowledge telling how to do it,
or telling all about it 	 In short, the teacher role was about
informing and instructing 	 All the micro-lessons either
purported to inform the group about something, for example,
frogs or rivers, or told them how to do something, for
example, make a cheese snack or squash numbers	 As such,
the students claimed a high degree of control over the pupils
and their learning	 all the lessons were structured and
paced by the teacher rather than the pupils	 Indeed, in all
the lessons the 'pupils' were required to adopt a predominantly
passive role, though this varied in degree 	 In a minority of
107
lessons, pupils were required to participate, but only in
terms of demonstrating recall of factual information, rarely
were they asked to think or participate in the lesson in a
similarly active way	 An exception was Yvette's lesson on
'the uses of trees', which was much more pupil-centred in
that the group were required to participate actively and
their contributions formed the basis of the lesson However,
for the majority of students, the implication of their
teaching strategy was that learning takes place by hearing
about and seeing pictures of something with which one is not
previously familiar, rather than by 'doing'	 All the
students assumed that having informed or instructed, the
'pupils' would automatically have 'learnt' 	 there was very
little attempt to assess the extent or quality of learning
Furthermore, this definition of teaching implies that
learning is about the reproduction of the teacher's knowledge,
rather than the production of new knowledge 	 This means
that lessons were by definition teacher-centred
Modifying pedagogy the tutors' perspective
Having examined the implicit assumptions which constitute
the basic dimensions of the student teachers' pedagogical
perspectives, we now turn to a consideration of the micro-
teaching sessions from the viewpoint of the professional
studies tutors
While the explicit purpose of the micro-teaching exercises
was to develop specific skills involved in the teaching
process' 7 , the 'hidden curriculum' of these sessions was
about changing students' teacher perspectives and modifying
TEACHER
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their teaching strategies	 The students' pedagogical
perspective which was teacher-centred and oriented around
transmission was defined by the tutors as inadequate, or
at least inappropriate 	 The tutors, as I show below, were
concerned to lay the foundations of a different pedagogical
perspective and set of strategies	 In this way, the
development of a teacher perspective by the students,
essentially an active and creative process, is seen to be
constrained by the definitions, perspectives and ideologies
of the professional tutors 18
As far as the professional studies tutors were concerned,
the students were not really teaching at all 19 This was made
particularly clear to one group of students
Gerald Lewis [the tutor] makes two columns on the
blackboard and writes TEACHER in the first column
GL	 0 K , now can you think of other people who
do things that a teacher does'?
The students call out a variety of occupations which
CL writes in the second column - he ends up with this diagram
oach
nstructor
rator
uide
alker
dviser
emonstrator
CL adds organiser and resource provider to the list
CL	 What point do you think I am trying to make'?
Simon That the teacher is all of those'?
CL	 Yes, the teacher has to be all of these but
much more - the magic ingredient is missing
A demonstrator is successful if he demonstrates
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and that's all	 with the teacher the
criteria of success is change in the audience -
mental, physical or emotional state
question is, have you taught something 	 You
should be able to test this, to monitor it in
one or other learning domain	 if you haven't
done this then you haven't been teaching them
I'm constantly going into schools and
seeing teachers not doing this, they're highly
paid technicians or resource providers You are
teachers, anyone can give a talk, but you must
provide the extra	 ask is the person
teaching 9 how do you know this 9 do you know
the audience has learnt something or Just
entertained them 9	This is easier said than 20
done	 the most crucial point is teaching
Gerald Lewis was quite emphatic in asserting that teaching
involves more than simply talking, instructing or informing,
that is, more than the student teachers have been doing so
far	 According to Gerald Lewis, teaching is an activity
which can be differentiated from other similar activities by
a 'magic ingredient' (indefinable or difficult to define)
and measurable in terms of pupil, not teacher outcome
Teaching can only be assessed by reference to learning and
teachers must monitor their own teaching in these terms
This was the essence of the pedagogical perspective which
the professional tutors sought to establish with the student
teachers
Paul Brown explicated this perspective when he led the
discussion following the videoing of the first three micro-
lessons in the session	 These were typical micro-lessons
in terms of the characteristics described previously
Tom attempted to teach the mathematical concept of squashing
numbers	 Alice chose the topic of garden birds while Angie
said she would explain the process whereby wool gets from the
sheep to the shop	 Only Tom's lesson included any questions
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directed to the 'pupils'	 Like Gerald Lewis, Paul Brown
defined teaching as an activity which can only be
conceptualised and assessed in terms of learning
	
Teaching
is not simply what teachers do - by implication a teacher
has only been teaching if learning has taken place
	
This is
the criterion of success
	
The first part of the discussion
was centred around an assessment of the three lessons in
terms of this criterion
Paul Brown [the tutor] opens the discussion
PB	 What have you learnt 7 If you've all learnt
everything then the lessons have been successful
and we can all go home (
	
) what have you learnt9
Penny Learnt the concept of squashing numbers, or how
to squash them
Joyce Casting out the nine's
PB then asks Gill- to do a sum he has written on the
board, Gill attempts to work it out verbally and there
is some discussion as to whether she is right or wrong
(	 )
PB	 What else have you learnt'
David About birds adapting their beaks
PB	 Give me an example
Several students give examples of birds and the kind
of beak they have
PB	 I'm trying to tease out what you've learnt	 Was
there too much detailed information on the birds9
Alice (matter-of-factly) They've only missed out one
PB	 Right	 Fair enough Good	 What about Angie's9
Pattie Learnt about the four stages in the processing
of wool
Jenny What was decarbonising 9
 I wasn't sure about that
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Angie explains decarbonising
PB	 0 K Tom, was this what you expected them to learn9
Tom	 I wanted them to see that casting out the nines
was the same as squashing numbers and they seemed
to understand this
PB	 Alice9
Alice I wanted them to tell the different ways of
classifying birds' feeding and the methods they
used, and to recognise them from the pictures
PB	 Angie9
Angie I wanted them to know the different processes
in making wool, and I'm happy they learnt that
PB	 Was there anything anyone didn't understand9
Jenny	 Decarbonising, that was sort of slipped in
Angie I did actually say that Perhaps you weren't
listening
Angie explains decarbonising once more
Joyce I got lost on the birds	 I
Cliff I lost concentration half way through, there was
too much there
PB	 Have you learnt anything more now, after sitting
and talking about the lessons9
Jenny Decarbonising, now it's been explained
PB	 So you learnt by participating 21
Implicitly from the tutor's viewpoint,this was an
attempt to get the students thinking about teaching in terms
of learning outcomes	 As part of the process of impressing
a different pedagogical perspective on the students, it
represented a direct clash of perspectives
	
At least two
of the three students who presented a lesson were confident
that the 'pupils' actually learnt what was intended, and
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nearly all the 'pupils' were certain they had 'learned'
(except perhaps Jenny and decarbonising) 	 Paul Brown,
however, set out to challenge this, to suggest and to
demonstrate that they had not learnt as effectively as they
initially assumed	 His questioning of the group, asking
them for examples and to do calculations, may be interpreted
in this light
In challenging the assumptions and perspective of the
students, and, more explicitly, assessing the teaching
strategies of the students, perhaps the most important point
that the tutors wanted to impress upon the students was
that teaching must involve pupil activity 	 Learning is more
effective, it was emphasised, when pupils are involved and
participating	 learning should be active rather than passive
As Paul Brown said to the group in commenting upon a micro-
lesson
As a general principle of good teaching, we
would say, have pupils active and involved
If you just stand there and talk, this is
not as good
This was virtually an instruction to the students to adopt a
particular teaching strategy	 At a minimum, pupil partici-
pation involves questioning	 Questioning was central to the
activity of teaching from the tutors' perspective
In discussing the students' micro-lessons, the tutors
explicated a number of functions of questioning as funda-
mental to pedagogy	 First, it maintains pupils' attention
and second, it facilitates learning
PB	 (	 ) Tom kept attention by asking ques1ons
early on
Clara I dreaded him asking me a question
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Penny Yes, but it makes you concentrate
PB	 Yes, if you involve the class, their attention
is held more
Angie But there wasn't anything I could ask about wool
PB	 It depends on the type of question 	 You can
ask opinion questions or ask them what colour
the wool was	 Right, now we'll run the
lessons through and I want you all to reflect on
them and consider where questiorTs would be
appropriate 22
Questioning also enables the teacher to assess and evaluate
the lesson in terms of learning outcomes 	 Gerald Lewis
continuously emphasised the importance of getting feedback
from pupils
GL
	
	
think about feedback, have a specific aim,
in some way you've got to establish that they've
learnt something ( ) Many of us [tutors] in
observing lessons, come out of a good lesson and
say, "and they actually taught something as well" -
implying that this is a bonus	 Which is better,
entertaining or teaching" Or are they the same
thing 9 It's a difficult transition from student
to teacher	 You've all got the skills of
talking but you need something extra	 Right, now
I'll take my life in my hands	 I'll teach
something in two minutes - two minutes using the
good old method of rote learning 	 Who has a watch9
(	 ) I'm going to teach you the order of the
planets using a mnemonic - what's that9
Steve A sentence with the first letter of each word
representing the planet's name
GL then gets the group to repeat the sentence following
the capital letters he has written on the board, twice
	
with him and once without him 	 Then checking that he
has some time left, he rubs off the letters from the
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board and tests a number of students 	 "what is the
second/fifth/third planet out from the sun'" They all
answer correctly and GL breathes a sigh of relief
that they do so 23
In contrast to the students who assumed that'pupils'
learned passively and automatically, the tutors stressed
the importance of assessing active learning 	 Such assessment
would not only be of the pupils' effective learning but
also of the teacher's success in teaching	 In his two-minute
lesson, Gerald Lewis explicitly claimed expertise in terms
of method much more than knowledge - he stated that he would
teach something using a particlilar method rote learning The
actual teaching was pupil-centred and involved their active
participation	 He assessed learning by asking questions
and regarded the correct answers as validation of the success
of his teaching
In describing the pedagogical perspective which the
tutors sought to impress upon the students, I have focused
on extracts from fieldnotes which set out that perspective
most clearly and coherently	 Of course, the tutors were not
consistently emphatic and explicit in spelling out that
perspective	 Nonetheless, it was evident that they held a
teacher perspective which was, in a number of respects, at
odds with the teacher perspectives brought to the course by
the students 24
Although the tutors, like the students, seemed to have
an authoritative definition of the teacher role, unlike the
students, this was legitimated in terms of expertise grounded
in method rather than knowledge
	 This was emphasised by
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tutors in the insistence that teaching is more than simply
giving a talk	 teachers, it was argued, are skilled
specialists in producing 'learning' 25	 Of course the matter
is one of degree, I am not suggesting that tutors emphasise
expertise in method to the exclusion of expertise in subject
matter	 The teacher role is not so much about informing
and instructing as about facilitating learning, and this,
it was emphasised, is best achieved through pupil partici-
pation	 This means that although there would seem to be
agreement with students that the teacher should have a high
degree of control over the pupils and their learning, there
is radical disagreement about the role of pupils
	
While the
students expected pupils to adopt a passive role, the
tutors emphasised the importance of pupils being active
Learning, it is implied, takes place by participating and
doing	 lessons should be pupil-centred and the balance
between teacher talk and pupil talk should be redressed
Furthermore, for the tutors it was important to get feedback
teachers must monitor their own teaching by assessing pupils'
learning	 One cannot assume that pupils have successfully
'learnt' or., correspondingly that a lesson has been
effectively taught, this must be tested 	 However the
criterion of successful learning did seem to be - in
agreement with the students - the reproduction of existing
knowledge rather than the production of new knowledge
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Pedagogy redefined
In analysing the micro-teaching sessions, I have shown
how they involve a fundamental clash of pedagogical pers-
pectives between students and tutors, with the latter using
the exercises to attempt to redefine the students' pedagogical
perspective	 In this sense, the hidden curriculum of the
sessions is the learning of an alternative pedagogy 	 If,
as I have argued, this is the significant but unspoken purpose,
then the question arises as to the success of this 'lesson'
(or 'learning situation', as the tutors called it)
Accordingly, we might ask whether the tutors as teachers were
successful in effecting student teacher learning of fundamental
principles of 'good' teaching, and to what extent the student
teachers 'reproduced' the tutors' pedagogical perspective9
It is to such questions we now turn
For the tutors, opportunities for monitoring their own
teaching effectiveness and that of the student teachers'
learning came in the third micro-teaching session of the
induction course, when the exercise of teaching a four-minute
lesson was repeated
	
The majority of student teachers in
Paul Brown's and Gerald Lewis's groups had apparently learnt
the lessons of the previous micro-teaching sessions at least
to some degree, since there was much evidence of conscious
intention to meet the criteria set out by the tutors
	 Gill
and Joyce, for example, were beginning to redefine their
pedagogical perspectives
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Gill
Gill takes several minutes setting up the OHP	 She
has a large drawing of a buttercup on the transparency,
with all the parts of the flower clearly labelled
Gill places strips of paper over the labels to hide
them	 After giving everyone a real buttercup, Gill
starts her lesson by telling us that today we are going
to look at the parts of a buttercup 	 The lesson pro-
ceeds with Gill taking us through the various buttercup
parts	 She asks the group questions about the parts,
e g "does anyone know what the stamen is'" As we work
through, so the labels on the OHP are revealed, at the
same time Gill asks us to pull off various bits of the
buttercup so that the inside parts can be revealed
It is a factual presentation, but she does get 'pupils'
actively involved by naming buttercup parts and examining
real buttercups	 Gill does not use notes and apparently
'knows her stuff'	 Towards the end of her lesson she
gives a sort of test	 covering up some of the labels,
she points to various parts of the flower and asks, "can
anyone remember the name of this bit9"
Before replaying the video for discussion, Gerald Lewis
asks Gill what she was intending to improve in her
lesson	 Gill replies that she was aiming to get
audience participation	 Gerald Lewis nods in agreement
The video of the lesson is then played through
GL	 Right Gill, it's important, more important, that
you consider your own performance 	 Any comments2
Gill I wanted to get more pupil participation, rather
than Just talk	 Get them involved more
GL	 Successful7
Gill They seemed to have learned the parts I tried
to go in a circle introducing the topic, going
through, then assessing it at the end
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CL:	 Yes. Good. But if you had to do it yet again,
would you do anything different? Would you
modify anything?
Gill: (pause) Don't know really. .
GL:	 This is the sixty-four thousand dollar question
really, and we'll keep asking you [the students],
as it's the only way to improve. Just like with
work from children, you might think you've got
some fantastic work from children, until their
class teacher says she could get twice as good
work from them. So you must keep asking what you
could do to improve.	 (. . . .) You had a tendency
to ask, 'does anyone know....?' type questions.
Now, what are the repercussions of this?
Cliff: Shouting out.
CL:	 Yes, and the same people answering. Some don't
answer, either because they don't know or are
too shy. So particularise, individualise
questions.	 [To the group] Did you learn anything?
Penny: The different parts of a flower.
CL:	 C....) What about extra visual reinforcement -
listing the parts on the board? But I liked the
variety. You were relaxed, had a nice style, the
pupils were involved and you had ongoing feed-
back. It was quite a nice lesson, but there are
still little things to be thinking about because,
as I've said before, the essence of teaching is
that you learn something. 	 Now... .have I got the
courage of my convictions? Tom, what's the second
planet out from the sun?
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Joyce
Joyce gives everyone a piece of string and says that
we are going to look at knots - particularly the reef
knot	 Joyce sits down at the desk in front of the class
She has notes to which she occasionally refers but, on
the whole, she seems to have 'learned her lines' 	 She
talks generally about knots, interspersing the 'talk'
with some 'who's heard of 	 '?' and 'does anyone know	 '?'
questions	 This is quite short, taking little more than
one minute	 Then she says, ' 1 now I'm going to teach you
how to do a reef knot	 I'll show you first, so put
your string down, and then you can do it"	 Joyce ties
the knot, shows it to everyone, does it again, then
again incorrectly and shows it to everyone	 Then she
tells everyone to have a go themselves 	 There is talk
and laughter and Joyce moves around 'helping' individuals
Once everyone has done it, she goes back to her seat
and gives a sort of test name some uses of the reef
knot, what are its properties 9 Several students are
forthcoming with answers
CL	 Joyce, what did you think9
Joyce (pause) Better than last time	 I used the class
more	 I wanted to introduce it first, so I told
them to put the string down so they wouldn't play
with it and would listen
GL	 Yes, classic dilemma about giving things out
Were you successful, do you think9
Joyce (hesitantly) Yes	 Only a few didn't know how
to do a reef knot, but yes
CL	 Could you have been more efficiently successful9
Joyce Could have missed out the introduction
CL [to group] Right, there's a gun pointed at you,
tell me one improvement Joyce might make - Steve
Steve Could show us some actual uses of the knot
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CL	 Pat2
Pat	 Could use a bigger piece of string, as we couldn't
really see
CL	 Yes, that's a good point, it was a bit small
Joyce I was going to	 I tried it with a piece of rope,
but it wasn't flexible enough
CL	 Yvonne'?
Yvonne It didn't flow
CL	 Yes, once you throw the learning over to them,
there is a danger of you feeling redundant - it's
frustrating when you have gaps where nothing's
happening (
	
) You were sitting a great deal
It didn't matter in this situation, quite an
intimate group situation, but it does, when anyone
sits, tend to ring warning bells 	 Basically,
never teach from the desk in normal classroom
situations - stand up 	 It gives you a more
commanding position, you look more active, you
can monitor what's going on, it's an advantage
You had good participation and a pleasant style,
but your demonstration could be bigger and better 26
The most striking thing about the micro-lessons of this
second session was the change of focus from teacher talk to
pupil talk and pupil activity	 Both Gill and Joyce said
that their intention was to use the class more, and to get
'audience participation' (a term frequently used by tutors
and students)	 To this end, they not only used question
and answer strategies, but also got the 'pupils' to do things -
in these cases pulling buttercups apart or tyinga knot 	 In
the first session, both Gill and Joyce, like most of the
others, gave straight talks, expecting pupils to adopt an
entirely passive learning-by-listening role
	 In the second
session, they were explicitly beginning to think about their
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lessons in terms of pupil activity as well as teacher activity
In fact, nearly every student made attempts to get some
pupil participation, if only by posing simple questions
Questioning was the most basic strategy student teachers
adopted as they tried to modify their pedagogy in the direction
set out by the tutors
	
As a strategy, it was used in a variety
of ways	 Primarily it was used to get 'audience participation',
and as a means of obtaining feedback from the 'pupils' 	 It
was also used as an explicit means of assessing pupils'
learning, and, by a small minority of students, as the key
teaching/learning strategy	 For some students, the use of
questioning as a strategy significantly modified, even trans-
formed, their pedagogy, for others, despite their use of
questioning, their pedagogical perspective changed little
As we have seen, Gill and Joyce used questioning in very
similar ways - along with the 'activities' - first to
encourage 'pupil' participation through the use of simple
'do you know 9 ' questions, and secondly as a means of assessing
the pupils' leariing	 Throughout the previous micro-teaching
session, the tutors had emphasised a definition of teaching
as measurable only in terms of learning 	 To this end, the
tutors stressed the importance of assessing learning outcomes
as a means of monitoring one's own teaching 	 Both Joyce
and Gill attempted to measure their pupils' learning by insti-
tuting a brief test at the end of the four-minute lesson
A rapid memory-testing question-and-answer session was a
formal, traditional, yet workable means of assessment at the
end of such a lesson Gill and Joyce were exceptional in
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instituting such formal assessment of learning 	 Most of the
students did not attempt to monitor their own teaching quite
so vigorously	 Gill and Joyce had responded to the hidden
curriculum of the previous session and consequently moved
much closer to the tutors' pedagogical perspective
The use of questioning by Gill and Joyce in their micro-
lessons may be contrasted with the lessons of Angie and Alice
Angie
Standing near to the OHP, Angie begins "Today
we are going to look at three characteristics of
wool	 Does anyone know how many breeds of sheep
there are in Great Britain'' Giving the group no
time to answer, Angie plunges into a hurried
factual talk, four minutes long, about the three
properties of wool	 In the course of the talk,
there are two or three 'can anyone guess the
meaning of	 ' type questions	 Standing still,
she refers to her notes from time to time and comes
over in rather a monotonous tone 	 Angie finishes
by summing up the main points
Angie only used questioning for its most basic purpose, namely
that of injecting an element of participation into what was
still basically a talk
	 The lesson for the third micro-
teaching session differed very little from that of the previous
session	 It was the same content - wool - and remained
firmly teacher- and knowledge-centred 	 The insertion of
questions at the start of the lesson served to establish
attention and draw on pupils' own knowledge to provide some
pupil activity	 However, although Angie attempted to modify
her pedagogy towards that defined as appropriate by the tutors,
her pedagogical perspective had not fundamentally altered
This was certainly not the case with Alice
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Alice
Alice begins by saying, "Today we are going to
listen to some music, and think of things we can
focus our attention on in the music 	 But first a
picture	 This is a picture of Stravinsky 	 What
things could we focus our attention in looking at
this picture 9 " Alice has a large portrait poster
of Stravinsky pinned on the blackboard	 Different
students suggest 'colour', 'shape' and 'characteris-
ation' , all of which Alice writes on the board
She now asks the group to equate these with music,
"what could we look for in listening to a piece of
music" Alice puts the contributions - 'tone',
'melody', 'beat' - on the board
	
She then says she
will play a short piece of music, "but I want people
to focus on different things"
	
Alice then asks
different students to concentrate on 'tone', 'rhythm',
and so on	 The music is played
	
When the music
finishes, Alice asks the students what they noticed
about the thing (tone, beat
	
) on which they were
asked to conce n trate	 Tom says what he felt about
the melody and then there is a very long pause from
Alice
[When the video of this lesson was being
played through, Paul Brown asked Alice
if she felt 'difficult' in this pause
Alice said 'I did
	
I'd got my own ideas
but I wasn't prepared for getting different
ones from the audience	 I didn't know how
to deal with them '
In response to Gill's answer about rhythm, it is
evident that again Alice is not expecting such an answer
"Listen, again and try and note the rhythm"	 She
plays the music again and, after listening to it,
Tom says he doesn't really know what he is supposed
to be looking for 	 Several of the others agree and
Alice is asked to pick out the rhythm for them
Playing the music through yet again, Alice claps out
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the rhythm and gets the group to do the same
Alice now seems at rather a loss as to what to
do next	 She says, "now for a contrast I'll
play a rhythmless pieceu She does so, but then
aborts the lesson, proclaiming, it all went
haywire"
When Paul Brown asked Alice immediately after her micro-
lesson what it was she was trying to improve, she said that
last time she just stood there and lectured, this time she
wanted to get the group more involved	 Paul Brown replied
you achieved the difference you were trying
to	 you might think that having to abandon
the lesson meant that it wasn't effective,
but that's not so, because you were effective
in doing what you wanted 27
Alice's micro-lesson stands in marked contrast to most
of the others in this third session in terms of its pedagogy,
in particular the use of questioning and in terms of the
difficulties faced in putting an alternative definition of
pedagogy into practice	 Alice's lesson was oriented around
a teaching strategy of questioning which served to focus it
on the pupils' contributions
	
She used questions to elicit
responses from the group, and only when specifically asked
did she actually give them 'knowledge'	 In this way, Alice's
questioning technique was intended to make the pupils do the
work, and by asking them to listen for specific things in
the music she kept the group active for most of the lesson
Alice's lesson, especially regarding the use of questions, was
in many ways similar to Yvette's first four-minute lesson
(see p 99)	 Both had a high level of pupil activity centred
on the generation of pupil knowledge, rather than the
inculcation of teacher knowledge
	 Moreover, both experienced
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some difficulty in coping with the unanticipated consequences
of their questioning strategy 	 As in Yvette's lesson, the
pupils did not respond to questions as expected	 answers
were not so much 'wrong' as not those anticipated	 This
threw Alice off balance - she did not know how to deal with
the unexpected pupil contributions - and eventually, feeling
she had lost the direction of the lesson, she abandoned it
Alice and Yvette, the only two students whom I witnessed
utilising questioning as their key teaching strategy, may
in fact have experienced the effects of a basic contradiction
in their pedagogical perspective 	 In both cases the diffi-
culties experienced in dealing with the pupils' unanticipated
responses appeared to stem in part from an underlying
assumption that there was in some sense a 'right' answer
Had the 'pupils' responded within the framework and
definitions used by each of the student teachers in planning
their lessons, it is probable things would have run smoothly
The contradiction stems from the relative value placed
respectively on the pupils' and the teacher's knowledge
Although the teaching strategy adopted by Alice and Yvette
implicitly valued pupils' own personal knowledge, unless
this matched the teacher's definitions of knowledge, it was
devalued and attempts were made to establish the teacher's
definition as valid	 Both Alice and Yvette experienced some
difficulties in achieving this	 Furthermore, although Alice
and Yvette made no explicit attempts to measure the learning
outcomes of their micro-lessons, one can surmise this would
be in terms of the extent to which the pupils had internalised
the teacher definitions
	 It appears that even a significant
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modification of pedagogical perspective retains the funda-
mental emphasis on learning as the reproduction of the
teacher's knowledge
Effective learning as the measure of teaching success
was, as we have seen, along with pupil participation, an
essential aspect of the tutors' pedagogical perspective
This was emphasised throughout the micro-teaching sessions
In discussing each videoed micro-lesson, the first question
posed by the tutor to the student teacher group was nearly
always, 'what did you learn'?'
'successful' in these terms
Not all lessons were
Pattie, like Joyce,decided to
attempt to teach the group how to tie a knot - this time a
'bow-line' knot - for her micro-lesson	 However, despite
practical demonstrations and 'hands-on' practice with string,
a significant number of the group were unable to tie the
knot at the end of the four-minute lesson 	 This provoked
some interesting comments from Gerald Lewis on teaching and
learning
Pattie	 I think I overestimated their ability
GL	 (	 ) but the proof of the pudding is
whether they can do it Tendency of
course, when they don't learn, to think
'stupid lot', BUT - and this is quite a
numbing thought [pause] and quite harsh
[dramatic pause] - when teaching is not
successful, it is always the teacher's
fault	 Now, do you agree'?
 Come back at me
Sue	 No, you can get some kids who could, but
won't do it
GL	 But then it's the teacher's fault for not
motivating them
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Simon	 In P E , you can try and teach some
games, but if they haven't the basic
skills
GL	 Then you shouldn't expect it, you can
only be realistic	 The point I'm trying
to make is that I can refute any argument
you put forward	 of course, if you really
push me I will admit there are some
circumstances	 28
Again, Gerald Lewis impressed upon the students a particular
teacher perspective	 Teaching is about learning outcomes
and this is held to be the only measure of the success
of a lesson	 It follows that if the pupils fail to learn
then the teaching - and thus the teacher - has not been
successful	 The implication is that the teacher must take
total responsibility for pupils'learning, or more precisely,
their failure to learn	 Even conceding that this is not
an absolute rule Gerald Lewis was emphatic in elaborating
a very specific pedagogical perspective 	 But at this point
we might ask whether these criteria of successful teaching
apply equally to the tutors in their attempts to 'teach' the
student teachers this pedagogical perspective
	 How does
the tutor react when the student teacher has apparently
'failed' to learn	 Penny was the last member of Gerald
Lewis's group to do her second micro-lesson, and by the time
her turn came, it was late in the afternoon and everyone was
feeling tired
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Penny
Having set up the O}JP and pinned up some posters
illustrating various rock types, Penny begins by
telling us that today she is going to talk about
different types of rocks Penny keeps her hands
in the pockets of her trousers (last time she
held a ruler), and, also as last time, the contrast
between her animation and liveliness when discussing
the lessons of other students, and the bored, rather
monotonous voice she now uses, is striking	 She
gives a very casual appearance, moving about while
talking, but all the time with hands in pockets
She gives a very factual presentation, interspersed
at the beginning with some 'does anyone know	 '?'
questions for example "does anyone know what 'igneous'
means'?" However, it is a talk with lots of technical
terms, although she says that !Iyou needn't worry
about them"	 She also has a number of lists on the
OHP, which she reads out - not to the group, but to
the screen	 When she has completed her talk on
igneous rocks (which lasts a good five minutes),
there is a pause and Steve asks, "have you finished'?"
Gerald Lewis says "I suggest you do finish there",
even though it is obvious that she is quite prepared
to go on to the other kinds of rocks detailed on her
overhead transparency	 She retorts, twhat about all
the rest, what about all the hard work I did'? " Penny
does, however, concur and ends by asking, "has anyone
got any questions'? " and 'prays' symbolically that they
have not	 No—one has
	 As it is late in the afternoon,
only a few students are left to discuss Penny's video,
but the criticism is spontaneous from those remaining,
and Penny is defensive
GL	 Would I be unfair to say that you all switched
off, in that it is the end of the day, last
lesson'?
Everybody nods and says yes
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GL	 You rather bombarded us with information
Penny	 I know it so well, you see, that I suppose
I assumed they'd understand	 I thought when
I was doing it that it was difficult, but I
thought, 'Oh, they'll understand'' (
	 )
And I was determined not to make the same
mistake, but I did	 I like talking about
rocks''	 [laughter from group]
GL	 Well, it is a good sign if you get involred
in your material - that's good - but you must
think about your audience
The video is replayed and, as it unfolds, several of
the group suggest sections of her lesson which could
have been omitted, but Penny is rapidly becoming
depressed
GL	 Don't be too disheartened, this is a learning
situation
Penny I'm completely disheartened now' 	 [laughs]
Penny is ribbed by the group for having her hands in
her pockets, and Gerald Lewis tells her never to teach
with hands in pockets, 'it Just looks sloppy' 	 By
this time it is clear to Penny that her lesson has not
been a success	 29
Penny's lesson was in fact almost exactly like her
first	 She had a huge amount of material, far too much for
four minutes	 She provided a factual presentation oriented
around the teacher transmitting information to the pupils
with a few 'do you know' type questions 	 In this second
lesson Penny knew her material more thoroughly, and was not
lost for words at any point 	 There was, however, no evidence
that she had attempted to re-orient her lesson in terms of
the pedagogy set out by the tutors in the previous session
Penny's peagogy was still teacher-centred, involving the
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transmission of information from the teacher who possesses
the information to the pupils who do not
	
As she herself
said, having informed the pupils, she assumed they understood
In addition, her only attempt at feedback - the 'has anyone
got any questions'' at the end - placed the onus on the
pupils to assess their own learning
Throughout the discussion of Penny's lesson, Gerald Lewis
was concerned not to be overly critical, but in contrast to
other students, Penny was regarded as not having made
significant attempts to modify her pedagogical perspective
in the 'appropriate' direction 	 As Gerald Lewis said to me
after the session, Penny had disappointed him because 'she
doesn't seem to have learned from the last session or, if
she took it in mentally, she hasn't been able to put it into
practice'	 This is interesting in the light of the comments
Gerald Lewis made earlier that afternoon regarding responsi-
bility for learning outcomes	 Implicitly Gerald Lewis did
not accept responsibility for Penny's failure to learn It
was Penny who had failed to learn, not Gerald Lewis who had
failed to teach effectively	 Of course, it has long been
noted that there is often a considerable difference between
what people say and what they do 	 Research has shown that
teachers hold a variety of perspectives which vary according
to social contexts, especially between 'educationist' and
'teacher' contexts (Keddie, 1971)	 In the more idealistically
and theoretically oriented 'educationist' context, where talk
is about the principles of teaching, Gerald Lewis was able
to maintain that learning or failure to learn on the part of
pupils is always the responsibility of the teacher
	
However,
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in the pragmatically oriented 'teacher' context, assumptions
held as 'educationist' are adjusted or submerged to be
reconciled with the practicalities of the situation	 More-
over, in this latter context, self-interests (Pollard, 1985a)
assume greater importance	 Teacher educators are as likely
as teachers in schools to hold a variety of context specific
perspectives which apparently contradict one another
	 None-
theless, at least in relation to pedagogy, it is the
perspective made explicit in the educationist context which
is defined as the one student teachers should adopt
The messages embodied in the hidden curriculum of the
micro-teaching sessions were picked up by nearly all the
student teachers and as a consequence they began to make
efforts to modify their pedagogical perspective in the
appropriate direction	 Some students learned this 'lesson'
more thoroughly than others, a minority were regarded as
having 'failed' to learn 	 If the measure of teaching success
from the tutor's viewpoint was reproduction of the tutors'
pedagogical perspective, then most student teachers at
least started this learning process
	 Shared understandings
of pedagogy were emerging from the teacher socialisation
process, even at this early stage of the course
132
Conclusion
In this chapter we have seen that student teachers
began their professional education year with a set of
taken-for-granted assumptions and understandings about
teachers and teaching	 Having spent fifteen years as a
pupil and student, classrooms were in a sense familiar
places, and teachers familiar figures	 When the time came
to take their place on the other side of the desk, that is,
to adopt the teacher role, most student teachers drew on
their commonsense knowledge of teaching 30 Micro-teaching,
teaching in tideal? but artificial conditions right at the
start of the professional studies course, gave an
opportunity to observe the assumptions and understandings
of pedagogy in action
	
We have seen that most of the
student teachers at this point in their course had what
many writers would label a traditional, didactic and
teacher-oriented pedagogical perspective
In describing and analysing the micro-teaching sessions,
I have focused on a key episode in the establishment of a
teacher perspective among student teachers	 Although the
explicit purpose of the micro-teaching sessions was the
development of specific skills involved in the teaching
process, I have argued that the underlying purpose - the
hidden curriculum - was to impress upon the students an
alternative pedagogical perspective 	 Students' definitions
and understandings about what teaching involves and how
one accomplishes it, at this point in the course, simply
did not match up with the tutors' definitions and under-
standings	 As a 'lesson', the objective of the micro-
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teaching sessions was that the students learn a new
definition of teaching and modify their pedagogy accordingly
The micro-teaching sessions must therefore be viewed in
terms of negotiations	 Student teachers, as we have seen,
were actively engaged in constructing a teacher perspective,
but within a context founded on power differentials	 The
student teachers and professional studies tutors taking part
in the micro-teaching sessions were engaged in a process of
definition, negotiation and redefinition for a shared under-
standing of pedagogy
This analysis of the development of pedagogical pers-
pectives reveals the process of professional socialisation
as one in which tutors are concerned to impose their own
definitions and perspectives against alternative student
perspectives	 This raises the question as to whether competence
and progress on teacher education courses involves the
successful internalisation of the tutors' perspectives In
the college context of the teacher education course,
professional studies tutors are inevitably key figures of
power as significant others	 When students move into the
school cofltext in periods of school experience, pupils and
school staff emerge as key figures	 It is to this context
that we turn in the next chapter
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Notes
This chapter is based on data relating to students
taking the professional studies course in 1982/3
All data reported in other chapters relates to the
1981/2 group of students 	 This is because the
induction programme for the professional studies
courses actually takes place at the end of a college
academic year and I had missed the induction for the
1981/2 students Much of the data is also used in Stowell (1985)
2	 Micro-teaching involves scaled down teaching encounters,
in which the student teaches a small group of (usually)
peers for five to ten minutes	 The 'lesson' is normally
videoed for review by student(s) and tutor
3
	
From Professional Studies in Education Induction Course
Booklet, Haydon Park College
4
	
Extract from fieldnotes
5	 There is a large literature on the teacher's role
which utilises analogies derived from drama, e g
Musgrove and Taylor (1969), particularly relating to
Goffman's dramaturgical model of social life (Goffman,
1959)	 In likening the micro-lessons to dramatic
performance, I am also making use of an analogy recognised
and utilised by both students and tutors in the
present study	 It is thus an analogy which is grounded
in the data and represents a tool for describing and
understanding the micro-lessons I would argue that
it has serious limitations for the analysis, or even
description of 'real' teaching
6	 A good example of the pervasiveness of the drama
analogy among the students
	 Damon actually uses an
actor's terminology
7	 This is in fact a fairly common way of introducing
lesson topics among established teachers, but with one
important difference	 the 'I' is replaced by 'we'
for example	 'Today we are going to talk about
The 'we' denotes an intention to involve pupils 	 For
exampl see transcripts of lessons in some of the
school ethnographies, e g Ball (1981)
8	 Extract from fieldnotes
9	 Some students who did not use a set of notes, in fact
used their OHP	 transparency or large-scale diagram
as a substitute for notes
10 Extract from fieldnotes
135
11 Geraldine's lesson is also one of the few that use
questions
12 There is a large literature on questioning derived
from research using structured observation schedules
The most well-known is Flanders (1970) but for a
good overview see Delamont (1983)
13 This fits in with the analysis of the organisatlon of
talk in classrooms by Sinclair and Coulthard (1974)
which shows that the structure of discourse in class-
rooms regularly follows a three move exchange pattern
of initiation, response, feedback (question, answer,
evaluation)
14 Yvette in fact missed the second of the micro-teaching
sessions, so it seems reasonable to regard the lesson
she did in the third session as her first attempt
15 The terminology used in the literature is in fact
rather confusing	 Esland (1977), for example, uses
the terms 'pedagogical perspectives', 'pedagogical
ideologies' and 'pedagogical paradigms' virtually
interchangeably	 Hammersley (1977) talks of 'teacher
perspectives' and it is difficult to determine how
these differ from Esland's pedagogies	 Meighan (1981)
uses the term 'ideologies of education' and encompasses
Hammersley's work in a review under this title	 There
is therefore no consistent use of terms	 I have tried
to differentiate between pedagogy, teacher perspectives
and ideology of education 	 'Pedagogy' I take to be
an aspect of teacher perspective, the latter thus
includes, but is more than a pedagogical perspective
Both are shaped, in part, by ideologies of education
However, the perspectives held by any teacher or group
of teachers may contradict their ideology 	 The
relationship between the three is thus extremely complex
16 We should remember Keddie's (1971) important distinction
between educationist and teacher contexts, and her
evidence that in the teacher context teachers organised
their activities around values which as educationists
they might have denied	 It is entirely conceivable,
and indeed probable, that this applies equally to
student teachers
17 Rationale given in the Course Booklet
18 It is important to note that tutors may not share the
same teacher perspective, and that the teacher perspectives
of college tutors are likely to differ considerably from
those of the teachers in schools whom the students will
encounter on school experience
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19	 It should be clear that I am not so much interested
in the perspectives 'actually' held by the tutors
as the perspectives implied and explicated by the
tutors in the micro-teaching sessions 	 I am thus
concerned here with the 'educationist' as opposed to the
'teacher' context
20 This is not an exact transcript of what was said, it
is rather 'reconstructed' from my notes when writing
them up at the end of the day
21 Extract from fieldnotes
22 Ibid
23 Ibid
24 It should, however, be emphasised that in talking of
a student teacher perspective and a tutor teacher
perspective in this way, I am not proposing a simple
dichotomous distinction and the two certainly should
not be conceptualised as opposites 	 I am merely
proposing two empirically-grounded types based on an
analysis of a number of dimensions - other types are
empirically possible, and indeed, it might be
theoretically possible to construct numerous types
It should also be clear that while some tutors and
students fit closely to the type, others do not
25 Although the specific skills of teachers are vaguely
defined	 'magic ingredient', in terms of learning
26 Extract from fieldnotes
27 Ibid
28 Ibid
29 Ibid
30 It is the commonsense knowledge of teaching derived
from classroom experience thatDenscombe (1982 and
1985) terms the 'hidden pedagogy'
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CHAPTER 4
"REAL KIDS IN REAL CLASSROOMS"
Sara	 I didn't realise that it would be so difficult
Abbie	 I loved every minute of it, yes - oh, it was
fantastic
Fay	 it was dreadful actually, it was appalling
Mike	 I felt I could do justice to myself as a
teacher and, more importantly to the kids
These remarks come from interviews with student teachers after
their first block of school experience, and they clearly
represent very different subjective experiences of a period
of four weeks in the professional studies year of the teacher
education course	 This chapter is concerned with those
four weeks	 the first experience of 'real kids in real
classrooms'	 While the previous chapter introduced student
teachers and their tutors negotiating the process of pro-
fessional socialisation within the college context, the next
three chapters focus upon student teachers' subjective
concerns and experiences both in the period leading up to
and through school experience	 We continue to view pro-
fessional socialisation as a process involving the construction
of a teacher perspective within contexts which are both
enabling and constraining
	
However, the social context is
now the school and the focus is the different perceptions,
expectations and concerns relating to student teachers'
establishment of a competent teacher identity
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Pollard (1985a) has argued that the primary interest-at-
hand for teachers and pupils is the maintenance of self-image
This is an immediate concern which critically influences the
ways in which both perceive classroom situations and make
decisions about action	 It is a crucial concern shaping
teacher and pupil perspectives 	 For student teachers, the
concern is both similar and different 	 maintenance of self-
image, that is, defence of one's personal identity as a
particular kind of person, is important, but this is funda-
mentally mediated by the concern to establish a teacher
identity	 Establishing and maintaining a social identity
and a self image as a competent teacher are at the heart of
the process of teacher socialisation for the student teacher
This is a central theme in the analysis of the process of
becoming a teacher presented in this study
The first school experience
There is a consensus within the literature on teacher
education that the first school experience or teaching
encounter is a critical period involving 'reality shock'
(Peterson, 1964, Whiteside etal , 1969), 'initiation by
ordeal' (Grace, 1978) or 'baptism by fire' (Cole, 1984)
In each of these analyses the tendency has been to regard
all student teachers as experiencing essentially similar
critical inductions into the profession
This is a particular problem with Lacey's (1977) case
study of the process of professional socialisation within the
context of an innovative P G C E course at Sussex University
As discussed more fully in Chapter 1, Lacey uses a developmental
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scheme involving four stages honeymoon period, the search
for material and ways of teaching, the crisis, and learning
to get by, to describe some of the common experiences of
student teachers in becoming a teacher	 Variations in
experience, with the exception of 'failure' are not examined
Furthermore, Lacey's study is of student teachers who spent
part of every week throughout their one year course on
school experience	 This chapter seeks to modify and expand
Lacey's analysis, first by considering the variations as
well as the similarities in student teachers' initial class-
room encounters, and secondly by focusing on the more usual
situation of student techers undertaking a block of school
experience	 In so doing, I explicitly draw upon the insights
generated by research on status transition, self-image and
commitment in other contexts, most notably in primary school
teaching, (cf Nias, 1984, 1985) and with reference to pupils
changing schools, (cf Measor and Woods, 1984, Beynon,
1985)	 This chapter is therefore concerned with the
subjective career of the student teacher at a time when
attemtps to establish a social and personal teacher identity
are most 'at risk'
The first school experience for student teachers at
Haydon Park College, lasted four weeks in the middle of the
autumn term immediately following an initial five-week
block of college based professional studies 	 For student
teachers intending to become subject specialists in secondary
schools, this first school experience took place in a middle
school (or with the older classes in a junior school)
	 The
student was attached to one or two classes for most of the
140
time, 'thereby getting to know a group of pupils well,
observing and contributing to their educational development
over four weeks' (Haydon Park College Professional Studies
booklet)	 Students made three preliminary visits before
the period of school experience in order to familiarise
themselves with the school, and to discuss and plan schemes
of work with the teacher(s) alongside whom they would be
working	 College work immediately preceding the school
experience period was centred upon preparation in terms of
producing work schemes, lesson plans and materials
Anticipatory socialisation nerves and preparation
The first school experience was regarded by students
and tutors alike as a highly significant event, a 'critical
phase', in their careers as teachers 	 Not surprisingly, it
was characterised by a high level of anxiety	 Like the
pupils studied by Measor and Woods (1984) on transfer from
middle to secondary school, the students' identities were
'at risk'	 The first school experience represents a crucial
stage in the status passage from student to teacher, a status
towards which the student teachers had been consciously
working for at least the past two years 	 The student
teachers therefore viewed the prospect of school experience
with both anxiety and enthusiasm 	 Many told me that they
were 'really looking forward to it' and 'couldn't wait' to
get started. But at the same time, they had acute anxieties
about their ability to measure up to the demands of the
school situation and readily confessed to nerves:
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Sara
Julia
Jackie
Mike
Jill
Rachel
I was very, very nervous, very apprehensive,
found it difficult to sleep beforehand
[I was] really panicky
[I was] scared' I suffered the whole summer
holiday thinking about it
[I was] petrified
[I was] absolutely terrified
I felt terrible 1
As one student put it
	 'we're all nervous wrecks''
I spent the Friday before the start of the first school
experience with the students in college
	 School experience
was then just over forty-eight hours away	 From the tutors'
point of view, this was the last chance to check the
students' preparation of schemes of work and lesson plans,
to reassure them and generally to be available for help and
advice	 For both the tutors who spent until well into late
afternoon working with individual students, and for the
students themselves, it proved to be a tense and hardworking
day
Paul Brown began the morning session by providing both
encouragement and a statement of what was expected of the
students over the following four weeks 	 He suggested that
all of them should be at the stage of planning lessons,
having previously completed schemes of work He referred
students to the course objectives in the course handbook,
and said they would be expected to demonstrate they were
achieving these to some extent
We have high expectations of you, hut we don't
expect you to be brilliant, we don't expect you to
be great at questioning or classroom management,
but we do expect you to be better at it than you
would have been five weeks ago 2
142
Paul Brown went on to emphasise that school experience was
a learning experience and that his role was to help and
advise	 He said he intended to visit someone on Tuesday
[groans from the students] and thus might see someone take
a class they had not met before - 'but remember, I'm there
to help and advise you'	 After giving some general advice
on keeping pupil records, Paul Brown said the rest of the
day was to be regarded as a workshop session	 All students
were to see him or Ben Wright at some stage in the day so
that schemes of work and lesson plans could be checked
through	 The students were therefore free to continue
with their preparation where and when they liked
Most students worked in the classroom for much of the
day, while Paul Brown saw them individually in his adjoining
office	 I 'hung around', chatting to students over coffee
and work, 'eavesdropping' and looking through some of their
schemes of work and lesson plans 	 My fieldnotes record a
'tense, almost tangible atmosphere of contained panic and
frenzied activity' The students who stayed in the class-
room quickly settled into diligent and painstaking work on
individual lesson plans, a continuation of hours of work in
their own time
	 Mike, for example, as was evident from
his school experience file, had already put hours of work
into preparation and confidently showed off his extremely
neat and detailed lesson plans to anyone on request 	 Despite
the amount of work he had already done, he still felt there
was considerably more to do
	 Later that day I met him
rushing around the library, obviously still working, and I
said, 'still at it 9 ', to which he replied, 'I'll be at it
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all weekend, I'll never finish'' All the schemes of work
and lesson plans which I saw were meticulously set out in
great detail, and often included plans for ambitious
projects	 Fay, for example, planned twelve Humanities
lessons during which a magazine would be produced after
time spent analysing the press, visiting a newspaper office
and watching sports matches
Not all students however, found it easy to settle into
their work	 It was evident that detailed preparation was
just one of the ways in which they dealt with the anxiety
provoked by the imminence of the following week 	 Stevie
seemed to spend the whole day wandering about the college
finding means of putting off her work 	 Moreover, she had
definite plans for dealing with the inevitable anxieties
of the weekend
Over coffee in the student coffee bar, Stevie
tells me that she has done five work schemes and
has two left to do, and all her lesson plans
Stevie	 but I can't get on with it	 My
brain hurts, and I find it impossible
to work in college
Becky joins us and she and Stevie discuss their
plans for that evening
Stevie	 I'm going out tonight, tomorrow night
and Sunday night - there's no point in
going to bed early because you won't
sleep, and there's no way I'm going to
stay in and worry on Sunday night 	 It's
best to work and then go out late and enjoy
yourself
Eventually I say I am going to wander back to the
classroom and Stevie says she is going to come too
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We walk across to the door, but Stevie sees
someone she knows and excuses herself to go
and chat to them 3
Like Stevie, Becky had not completed any lesson plans
at all by Friday morning, moreover, she claimed she had
forgotten how to set them out	 Much to my embarrassment,
after consulting	 some other students as to what they had
done for lesson plans, she turned the question to me I
had to admit I did not do formal lesson plans in the way
she was required to do and referred her to Mike who was,
in practical terms, an expert
	 Becky later told me that
even when she had completed the lesson plans for the following
week, she still felt she had not done enough preparation -
'I spent four hours last night just sticking pictures onto
card and covering them with clear film - there's loads more
to do, but time's running out' 	 Looking back on the school
experience Becky acknowledged that she had in fact prepared
far too much, since she only got about half-way through
her schemes of work
Exhaustive and extensive preparation was one way in
which students coped with feelings of inadequacy	 Lacey
recognised this in his study when he argued that 'the
student teacher attemtps to compensate for his lack of
control and lack of ability to improvise in the classroom
by elaborate preparation' (1977, p 80)	 However, Lacey
regarded this as something characteristic of student
teachers once they had experienced their own inadequacies
in the classroom, and he thus failed to acknowledge that
student teachers may attempt to compensate for anticipated
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inadequacies in the same way	 Furthermore, Lacey did not
fully explain why student teachers engage in such elaborate
and time-consuming preparation
For the student teachers at Haydon Park College,
preparation in terms of detailed schemes of work for
different classes of children and lesson plans for each
lesson were made a requirement by professional tutors
Moreover, extensive preparation was endorsed by tutors as
an essential part of becoming a teacher and a necessary
key to survival	 Much of the seminar programme preceding
the first block of school experience was about constructing
written lesson plans and schemes of work, as was a great
deal of the work in subject studies 	 It was therefore not
surprising that many of the students spent a considerable
number of hours - often working late into the night - on
preparing teaching materials and writing out lesson plans.
In fact, it came as something of a shock for some students
to find that 'real' teachers did not always do this
Becky	 the thing that got me though, all the
teachers, none of them do lesson plans,
none of them do schemes of work - none of
them'
Anticipatory socialisation potential critical incidents
Preparation could not however, compensate for all
anticipated inadequacies 	 Extreme apprehension about coping
with the classroom situation - something the students per-
ceived as an unknown - was common, as shown in the following
Comments
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Sara	 I wasn't really sure what I was letting
myself in for at all	 I really didn't
know what to expect, I couldn't imagine
going into a classroom and suddenly it
being me and everything centred on me
Mike	 of standing up and teaching
Jill	 Of being able to occupy the children and 	 er
and just some situations I thought might
arise where the children were running wild
or being naughty
Jackie	 just standing there and knowing what
to say
Such concerns were central to the students in the days
before school experience began, they felt acutely that
their professional and personal identities would be 'at
risk'
Some students dealt with anxiety by doing exhaustive
preparation or by taking steps - as Stevie intended - to
'block out all thoughts of Monday' 	 They also took
opportunities to share their anxieties with anyone who would
listen	 Rachel was typical	 She spent over an hour of the
Friday morning workshop carefully and diligently preparing
some teaching material on a carbon stencil for reproduction
To her utter dismay, on completing it she discovered she
had not removed the protective plastic sheet from the
stencil, rendering the previous hour's work completely
useless	 The other students present laughed and offered
sympathy, and Rachel had to resign herself to repeating
the work	 This incident, however, broke Rachel's concen-
tration and she encouraged conversation - as usual about
schools, lessons, Monday and preparation
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Rachel says she is terrified and not looking
forward to Monday at all now	 She says she is
worried because the books one of her classes
will be working on will not have arrived for the
first week, so will be forced to do the banda
again	 Jack, Becky and I are then treated to
Rachel's entertaining description of the terrible
things in store for her on Monday
Rachel	 The teacher whose class I'm taking over
is a horrible man, really horrible
he said he's going to sit in on my
first lesson on Monday	 I begged
and begged him not to, but that Just
made him worse	 'cause he then said
that if he thought the lesson wasn't
any good he would tell the class [mock horrorl
Jack	 Oh, he's Just teasing you
Rachel	 Oh, no, he was serious	 besides, I
know someone who did their school
experience there last year and he tut-
tutted all the way through their lessons'
And I've been told I'll have to take
the whole school for hymn practice 	 but
I can't sing or conduct	 I'm petrified
I'd give anything to be ill on Monday
morning
Becky	 You hadn't better - I'm not going on my
'4
own
Sharing worries was one way in which students were able to
substantiate and allay some of their more acute anxieties
Lacey (1977) identified this collectivising strategy as an
attempt to legitimise problems, and this was very much the
case for student teachers at Haydon Park College 	 A
significant feature of this collectivising strategy,
however, was the way in which it frequently made great play
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of the dramatic content of what the student saw as
potentially critical incidents
Sikes, Measor and Woods (1985) have shown how typical
teacher careers are marked not only by critical phases,
but also by critical incidents which either give the
individual's career 'a beneficial boost, deal it a savage
blow, or both at the same time' (p 20)	 Measor (1985)
shows how such incidents are infused into the way teachers
make sense retrospectively of their career development
Most of the students I studied, however, actually anticipated
critical incidents which were likely to be crucial to their
survival	 In fact, the students expected that the first
school experience would confront them with an infinite
variety of critical incidents	 These were seen as involving
fundamental decisions regarding action and as potentially
hazardous for career and identity 	 For example, Becky was
particularly worried about the maths lessons she would be
taking	 For her first lesson she proposed to divide the
pupils into two teams and ask questions about angles to each
team, but
what if the questions are too difficult, what
if no-one can answer them, or what if Just one
person answers all the questons 9	Paul [Brown
will say that it won't work anyway because I
won't know them well enough
	
but what else can
I do 7 I'm Just so worried about it all
I asked Becky what it was she felt worried about She said
it was a whole variety of things
I mean I sat in on a lesson last week and a girl
said out loud, so's I could hear, wasn't my hair
pretty - what do I say, do I tell her off or what9
I'm worried about my fourth year Maths because
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I can't do the work myself	 I don't know,
it's Just the thought of going into a class
and wondering if I can cope
	
It'll be a relief
in a way 'cos at least I'll know if I can do it
Becky expressed a number of anxieties which she regarded as
potential triggers to critical incidents 	 All her rhetorical
questions centred on her ability to cope with whatever
occurred in the classroom 	 whether the lesson would go as
planned, whether the work would be appropriate for the
pupils, when and how to discipline a pupil and so on
	
In
anticipating such incidents, Becky was clear they would
require instant decisions regarding action It was her
competence to do this which she questioned, and made her
regard such incidents as potentially hazardous
Denscombe (1985) has noted that the 'uncertainty of
classroom events figures prominently in teachers' accounts
of their work' (p 66)	 In anticipating critical incidents,
student teachers in effect draw attention to a central aspect
of classroom life	 the uncertainty and unpredictable
nature of pupils, events and situations - uncertainty which
nonetheless demands immediate and effective reaction on the
part of the teacher
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Antici p ator y socialisation rumours and reputations
Anticipation of potential critical incidents could, as
in Becky's comments, focus on quite specific instances and
derive in the main from the student's own self-doubt 	 For
others, as for example Rachel above, the rumours which
accompanied a status transition provided a dramatic framework
for anticipated critical incidents 	 Fear of one's lesson
being 'sabotaged' was common - although the potential threat
was more likely to be perceived as the pupils rather than
teachers within the school
Stevie	 I heard that one of the classes actually
sabotaged a student teacher, sabotaged
their lesson	 They'd planned it and
discussed it and intended to destroy her
lesson by not paying attention and talking
all the way through and they did it as
well	 I was really panicky
For others, rumours about the school's reputation provided
the context for anticipation of a more generalised critical
phase
Becky	 There was a lot of coloured children in the
school	 and also, I don't know if it's
true but one of the teachers said that 50
	 /
per cent of them came from one-parent
families the school used to be compre-
hensive but then when it turned middle the
parents of the children didn't want their
children to go to that school because it had
acquired a bad name for itself 	 I was
petrified the day before I went in and then
I resigned myself to the fact when I got up
about five o'clock in the morning to go in
I didn't need to get up so early, but I did
because I was so frightened and by the time
I got into school I'd resigned myself to the
fact that if they were going to kill me, the
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kids, then that was it - I'd die'
[laugh]
Abbie	 Well, when I first heard I was going to
St John's I was really scared because
everyone said, 'Oh God, St John's''
You know, 'terrible school, really bad',
and I was thinking, 'Oh, my God'' You
know, it was really terrible
Frank before I went in I heard all sorts of
weird stories about the school, about how
bad I was gonna find it and how rough it
was
In these examples, the adverse reputation of the school
- often linked to the social deprivation of its catchment
area and the social disadvantage of its pupils - was regarded
as indicating a definite potential for critical incidents,
and constituted a potent source of anxiety	 It is difficult
to explain exactly how schools acquire reputations, since
they are not specific to student teachers but exist in the
local community as well.	 It does seem that students use
informal contacts with community members, with tutors, and
with students who have already done school experience to
enquire about the character of schools	 This produces a
very different kind of information to that derived from
official sources	 Negative and stereotypical evaluations
are interpreted as indicative of potential difficulties for
new student teachers	 In identifying schools and pupils
(and even teachers) stereotypically, and using dramatic
language the anticipation of critical incidents have many
of the qualities of myths	 The significance of myths for
periods of status transition has been given attention by
other writers, most recently by Measor and Woods (1984) and
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Beynon (1985) within the context of school transfer for
pupils
Measor and Woods note that in the anthropological
literature, myth and social change are often linked 	 in
'liminal' (marginal) situations myths provide some indication
of the rules and norms which will apply in the new situation,
in addition, they may provide a kind of emotional release
myths act as a cultural blueprint, a social charter,
for future behaviour, which contains both hints on
norms and rules to observe and clues to what kind of
identity will be most appropriate in the new
circumstances	 in myths people mean to communicate
certain feelings, ideas or relationships which they
do not or cannot put into words
(Measor and Woods, 1983, p 63,
1984, p 19)
As a charter for future behaviour 'myths reflect the principles
by which a culture interprets reality, organises conceptual
values, communicates possibilities, and facilitates
cultural membership' (Beynon, 1985, p 226)	 In short, myths
provide a kind of anticipatory socialisation 	 Potential
critical incidents, rumours and fantasies dramatically
recounted by students can be seen as serving very similar
functions in a significantly different situation of status
transition
Unlike school pupils transferring from middle or primary
to secondary school, student teachers were not entering
entirely new and unknown situations	 In one sense, fears
about an inability to cope were anomalous because 'everyone
knows', having spent thirteen years in schools already, what
teachers do and what classrooms are like	 However, such
expressed anxieties do clearly illustrate exactly what
becoming a teacher involves	 As Lacey emphasises, teacher
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socialisation involves developing a teacher perspective in
which situations are both seen and interpreted in a new way
Although all the student teachers had 'practised' being a
teacher via micro-teaching, and moreover, had sat in on the
very classes they would be taking in their respective
schools, they had not been in a 'real' classroom as a 'real'
teacher - they only knew teachers and classrooms from the
pupil and student perspective	 Now they were faced with
making the transition to a student teacher perspective, and
this provoked considerable anxiety
The significance of the dramatic recounting of potential
critical incidents must be understood within this framework
of perspectival and cultural knowledge 	 Dramatising from
classroom folklore, and from school reputations and rumours
may be regarded as a form of anticipatory socialisation	 In
a similar way to the pupil myths identified by Measor and
Woods, the anticipation of critical incidents can be seen as
serving several functions	 First, the dramatic accounts
provide information - often in a distorted and implicit
fashion - of the demands and requirements of the classroom
situation from the teacher perspective 	 These demands
include maintaining control, knowing one's material,
instantaneous decision-making and 'situational thinking'
(Smith and Geoffrey, 1968), not losing face in front of
pupils, teachers or tutors and simply surviving 	 Secondly,
the accounts serve as a warning, again in a distorted and
often exaggerated fashion, of the consequences i f these
demands - particularly for classroom control and competence -
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are not met	 When Becky said, 'I resigned myself to the fact
that if they were going to kill me
	
I'd die', she draws
attention in a dramatic way to the potential threat to her
identity	 Thirdly, the relating in a dramatic form of anti-
cipated critical incidents can also be regarded as a form
of emotional release	 This legitimates, and, in the process,
goes some way towards allaying, the acute feelings of
personal and professional inadequacy and the consequent
sense of being 'at risk' 	 In this way, the anticipation of
critical incidents has similar properties to the
'collectivising' strategies of Lacey's student teachers
Sharing anxieties can serve to legitimise the displacement of
blame 'failure', should it happen, may be attributable to
the school, the teachers or the pupils rather than one's own
inadequacies	 This is not to suggest that the recounting of
potential critical incidents was a conscious strategy on
the part of the student teachers, or that it had a rational
and logical function	 It is, however, to draw attention
to the importance of the unconscious and the emotional in
socialisation - elements which are as likely as not to contain
contradictions and anomalies
Anticipatory socialisation was therefore centred on the
construction of a loosely structured but potent student
teacher mythology which identified schools, teachers and
pupils stereotypically and presented potential critical
incidents dramatically	 In a situation of social change
where identity and status were felt to be precarious, such
myths helped ease the transition	 Once student teachers faced
the reality of 'real kids in real classrooms', for most the
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myths receded and the first days of school experience were
generally uplifting and confidence building
	
For a minority
of student teachers however, 'real kids in real classrooms'
confronted them with a reality where their emerging teacher
identity was truly 'at risk'	 These two groups of student
teachers will be considered in the next two sections
School ex p erience as 'honeymoon'
Acutely nervous before the start of school experience,
many students quickly found that once they were in school
and had taken some lessons, their confidence soared
	
These
students proved to themselves that they 'could do it', and
their expectations of disaster were not in the least
fulfilled
Julia	 after the first lesson, I didn't have
any trouble I wasn't 	 I wasn't worried
at all	 Just the first lesson, and once
I'd taught that and knew what it was going
to be like, I just didn't think about the
rest	 That was just it
	 It didn't worry
me at all
Entering Rowlands Park Middle School, old nineteenth
century buildings set in the middle of a working-
class residential area of Victorian terraces, Becky
appeared and came bounding over with a big grin,
obviously pleased to see us	 'Hiya', she said
eagerly to Paul Brown and myself, 'have you come to
see me 9 ' She seemed a little disappointed when we
said we hadn't	 I asked her how she was getting on
'Fine, fine' she said enthusiastically, 'I'm really
enjoying it, it's great' ,6
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which school experience was anticipated were exchanged for
those of a 'honeymoon period'	 Abbie and Frank provide
two more examples which make explicit the anxiety provoked
by school reputation and self-doubt and the contrasting
positive enthusiasm for the reality of school experience
Abbie	 When I first heard I was going to St
John's, I was really scared because
everybody said (
	
) 'terrible school,
really bad' (
	
) then we met Barbara (a
teacher at St John's) and she was really
nice	 She was saying 'Oh it's 0 K , don't
listen to any of the stories and that
I was going 'Oh yeah'' [sarcastically] and
Robbie, the teacher I was with said
'Have you heard anything about the school9'
and I said 'Oh yeah, they've told me how
bad it is' and he said 'It's not true'
And when I got in there, you know, I really
enjoyed it
	
I loved every minute of it -
yes, oh, it was fantastic
Abbie confessed to feeling 'scared for weeks and weeks'
and told me that the weekend immediately before school
experience she 'went home to Wales, went out, had a good
time and forgot all about it	 Apprehension and self doubt
returned on the Monday morning
but as soon as I started	 like the
first lesson it was hockey and the teacher
came up with me which you know, I think is
worse, because she was observing me and you
tend to think 'oh no, why can't I just get
on with it on my own', but five or ten
minutes, once I'd started, I found I'd for-
gotten about the teacher and I just got on
with it - great'
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For Abbie, neither her anxieties about the school, the
pupils or her own ability to cope were confirmed and she
quickly entered a honeymoon period 	 Frank, as a mature
student in his forties, was anxious about how he would
manage to cope in a school which had an adverse reputation
Like Abbie, on his own experience, he rejected the validity
of this reputation
Frank	 I was in St Mark's School, which is in
Cratton	 It's a lovely school and I
really enjoyed it, but it's got a very bad
reputation which made me anxious beforehand,
but it doesn't live up to its reputation
MS	 In what way7
Frank	 Umm, before I went I heard all sorts of
weird stories about how bad I was gonna
find it and how rough it was, but it's
not as bad as they make out
No student who spoke of entering a school with an adverse
reputation was prepared to confirm that reputation	 Although
talk of 'bad', 'rough' and socially deprived pupils and
catchment areas often provided a context for the anticipation
of critical incidents, all the students who went into
schools which they described as having negative reputations
presented a dissenting view of the school and its pupils
School experience as 'crisis'
It was not the case that all student anxieties in the
pre-school experience period were unconfirmed when confronted
with the reality of teaching	 For some students, the start
of school experience marked the beginning of a period of
crisis	 Lacey (1977) defined a 'crisis situation' as a
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feeling of failure which 'can be momentary, during a lesson,
or while marking exercise books, or it can be a general
state of affairs with only moments of optimism and feelings
of confidence' (p 183)	 It is certainly the case, as
Lacey's study shows, that all student teachers (and, surely,
all established teachers) experience momentary crises based
on acute feelings of failure All the student teachers I
studied experienced such feelings associated with lessons
which had not worked or were simply 'bad lessons' (see
Chapter 7)	 Such 'crises' were not, however, regarded as
serious and did not undermine the student's emerging
teacher identity
Some student teachers did experience more generalised
crisis situations which were more than momentary and
consequently regarded as more serious 	 Such crisis situations
were subjectively defined by students and centred on acute
feelings of inadequacy and failure to cope in the classroom
Modifying Lacey's conceptualsiation somewhat, I reserve
the term 'crisis situation' for this generalised state of
affairs which could last from several days to the whole
four weeks of the school experience, and exclude the more
common and momentary feelings of 'failure' Moreover,
whereas Lacey's analysis suggests that crises occur after
the honeymoon period, the analysis presented here suggests
crises can occur right at the start of school experience
For a minority of student teachers the first school experience
was confirmed experientially as a critical phase in which
critical incidents relating to career and identity (Strauss,
1959) assumed particular significance
	 For most, the period
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of crisis was resolved by half-way through the block of four
weeks school experience to emerge into a honeymoon period,
or if not a honeymoon period characterised by euphoria, at
least a feeling of ability to cope 	 For a significant
minority of students however, the crisis period lasted the
whole four weeks of school experience with only momentary
feelings of confidence	 For these students the stress of
confronting the reality of schools and teaching precipitated
a 'crisis situation' from the first day of school experience
Sara had what she described as an 'awful' lesson at
the end of her first day	 The pupils were 'rowdy, slightly
cheeky and didn't seem to take the lesson seriously' and by
the end of the lesson Sara felt
absolutely drained	 I got on the wrong bus
and burst into tears on the way home It was
awful	 I just found teaching practice a lot
more difficult than I anticipated, a lot more
tiring than I thought it would be, that it just
did not come easy	 I didn't think it would take
so much of my time up, just to prepare things,
to prepare a lesson or to go and get books for a
lesson	 In the first week I felt that was it
I thought I was inexperienced, well apart
from	 the fact I was inexperienced, I just
didn't think I had the ability to teach
Jill felt she had problems with both classroom control
and with lesson content 	 She told me she had put 'disaster'
on the evaluation of her first lesson on the first day of
school experience	 It had been a spelling lesson with a
class of nine-year olds and Jill intended them to work from
prepared worksheets 	 However, not only did she experience
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difficulties in keeping them quiet, but many finished the
worksheets far more quickly than she anticipated	 Self
doubts multiplied throughout the first week of school
experience
I did have vague thoughts of giving up, I
thought, I'm never gonna do this, I'm gonna
pack it up	 Yeah, what am I doing this for9
I don't have to do this
For Wendy, who Gerald Lewis described as extremely anxious,
the crisis was so intense that after four days in school she
left college and went to her parents' home 	 Some days later
Wendy's parents telephoned Gerald Lewis to say she was
talking of giving up the course	 She only returned to the
course and to school experience after several frantic tele-
phone calls between her parents and her professional tutor
In each of these three examples the existence of a
crisis situation was essentially subjectively defined by the
student	 For the student teacher the crisis was an accumul-
ation of feelings of anxiety, and doubt about claims to
teacher status
	
For some reason, often undefined, they
felt they were not measuring up to the demands of the
teaching situation, not in control in the classroom and
only just managing to survive	 The general recognition of
school experience as a critical phase had crystalised into
a subjective reality	 In all three instances however, the
fears were not substantiated by significant others - most
particularly the professional studies tutor and the super-
vising teacher, and the student eventually moved into a more
positive and less critical phase	 It is important to emphasise
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however that the crisis situation, though temporary, was
a sustained period of conscious self doubt	 Whereas Lacey
found that students coped with crisis situations by pushing
the blame away from themselves towards the pupils, the
'system' or the other teachers, I found the students
generally blamed themselves	 Indeed, this was part of the
crisis	 students felt they were failing to cope with the
classroom situation because of their own lack of competence
as classroom teachers 8	 However, since all the student
teachers had lessons where they temporarily experienced
feelings of failure and inadequacy, the question is raised
as to why for some student teachers this became a more
generalised situation	 A comparative analysis of interview
data suggests that a significant, though not necessarily
causal variable precipitating a crisis situation was the
experience of 'reality shock'
Reality shock
The early classroom encounters of all student teachers
contain periods of stress and critical incidents of inter-
personal conflict with pupils that are crucial to the
development of a teacher identity and ultimately to career
continuance in teaching (Woods, 1983, Measor, 1985)	 For
all new teachers - whether student or probationary, the
primary and most immediate concern is coping and being seen
to be able to cope with the classroom situation 	 For a
number of student teachers this involves first coming to
terms with the reality of the classroom situation 	 Several
researchers have now shown that some new teachers have
163
somewhat unrealistic expectations and ideas concerning
pupil-teacher relations which assume ideal pupils of high
motivation and co-operation (e g Whiteside, Bernbaum and
Noble, 1969, Peterson, 1964, Becker, 1952b) 	 Such expect-
ations, as part of an idealised view of the kind of
teacher one wants to be, can be threatened by the 'reality
shock' of actual classroom encounters and precipitate the
student into a crisis situation - or what others have called
a 'baptism of fire' (Cole, 1984) or an 'initiation by
ordeal' (Grace, 1978)
The concept of 'reality shock' has been used by a number
of researchers in the field of teacher education, but as
Atkinson and Delamont (1985) have pointed out, it has
remained undeveloped and 'apparently all but ignored' (p 308)
The concept is implicit in Becker's (1952b) article entitled
'Social class variations in the teacher-pupil relationship'
Here he argues that people going into service occupations
like teaching tend to form an image of the ideal client
(pupil) with whom they will be dealing and to the extent
that ideals do not match up with the actuality of the work
situation, adjustment will be necessary
	
The concept has
been used explicitly by Peterson (1964) in a study of school-
teachers who experience 'reality shock' in coming to terms
with problems of disciplining and motivating students
Whiteside, Bernbaum and Noble (1969) have also used the
concept of 'reality shock' in their study of P G C E
students' adjustment to problems arising from their idealised
conceptions of highly motivated learners 	 In all these
instances the concept is used loosely and it is not always
clear whether it involves a gradual coming to terms with
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reality or a sudden, once and for all change 	 Nonetheless
it is clear that in each case the reality to be adjusted
to is that of pupils and classrooms 	 By examining the crisis
situations experienced by three student teachers in detail,
I hope to widen out the concept of 'reality shock' in order
to present a more accurate analysis of first school experience
The student teachers are Jill, Sara, and Fay whose crisis
situation lasted the whole four weeks of school experience
In common with other students in the period before
school experience, Sara, Jill and Fay were extremely appre-
hensive and experienced considerable self doubts	 At the
same time, however, they all expressed a degree of idealism
in their expectations of themselves as teachers and the
pupils they would teach	 Jill for example was quite explicit
about the contradictory images she envisaged of teaching
situations
Jill	 [I was terrified] of being able to occupy
the children and uhh, just some situations,
I thought might arise where the children
were running wild or being naughty
	 and
then at the same time I was convinced that
I'd have this wonderful class and they'd
hang on to every word
	 you know, I had
these two sort of pictures and I didn't
know which, what it was going to be like
At the same time as expecting the pupils to be highly moti-
vated, Jill had extremely high expectations of her own
competence
I did expect really, that I would be able
to go in and I would be able to be a perfect
teacher, you know, I didn't think I
would need to learn
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Sara also had high expectations
before I'd actually started, I wanted
my lessons to be, not necessarily the best
but I wanted a certain standard 	 and
I also anticipated that all the children
would be interested, that they'd immediately
come into the lessons and want to learn
History or English
For both Sara and Jill a classroom image of highly motivated
learners and themselves as efficient and competent teachers
alternated with the feelings of anxiety, self-doubt and
anticipation of potential 'critical incidents' which all the
students felt	 Once in school, the high expectation of
themselves and the pupils were quickly threatened	 Jill
and Sara found that the real conditions of classroom teaching
confirmed their feelings of insecurity and raised doubts
about their potential to become teachers
Jill experienced problems with classroom control and
with lesson content	 These led her to doubt her claim to
teacher status	 Moreover, these self-doubts were reinforced
by strong feelings that the teacher supervising school
experience was critical of her classroom teaching
I felt that the form teacher was disapproving
I really felt this strongly
MS	 Why did you7
Jill	 I Just felt she was, once or twice in
lessons she chipped in - in a very nice way,
but I Just felt I should be able to 	 I
shouldn't need her to do that 	 I felt
she was disapproving of the way I was putting
it over
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At the beginning of the second week of school experience,
when Jill directly asked the teacher for more guidance,
the crisis situation was abruptly ended
Eventually I said 'Look', I said, 'I do
feel I'm not doing as well as I should
be', I said, you know, 'can you give me
any more guidance ? ' and she said, 'well'
she said, 'quite honestly you're the best
student I've had in', and she said, 'the
matter of control will come', but she
said 'you're doing better [unintelligible]',
which I was absolutely stunned with
I didn't think I would need to learn,
whereas now, in fact, there's so much you
know	 I would imagine even after this
year doing two or three teaching practices,
then you get your first job - an awful
lot to learn	 Whereas I did tend to think
I would be prepared and ready for my
you know, I would be able to teach, no
problems, which just wasn't so
Jill's crisis situation lasted for the first week of the
school experience	 Her image of pupils 'hanging on to every
word' and of her own competence as a 'perfect teacher' did
not last long in a classroom context where pupils were
difficult to keep quiet and there was an apparently dis-
approving teacher	 Jill was forced by the reality of class-
room teaching to reassess her commitment to teaching and,
more particularly, her self-image as a teacher 	 A similar
coming to terms with reality was experienced by Sara
I didn't realise it would be so difficult,
I thought it would come naturally to me,
I'd go into the classroom and things would
run smoothly and that was it
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For Sara reality came with the 'awful' lesson at the end of
the first day	 It was a creative writing lesson with a
class of eleven-year olds	 The class was asked to write a
poem based on the themes of colour and movement which Sara
said in retrospect had been too ambitious 	 She also felt
that her nervousness had been communicated to the pupils
She said that while the girls had been interested and wanted
to participate, the boys had been 'intent on disrupting the
lesson'	 Sara felt out of control	 'pupils kept coming up
to ask questions - that's another thing I hadn't anticipated,
the fact that I'd have four or five up at the same tme
wanting help	 '	 This was the prelude to Sara getting on
the wrong bus to go home	 She told me she continued 'to
have problems' with this group throughout her school experience
and over the first week her feelings of inability to cope
mounted, resulting in her walking out of one class and asking
the Head of Department to take over 	 Sara felt her confidence
plummet further after a first visit from her professional
studies tutor
I remember the first lesson when my tutor
came in and I thought it was awful 	 chaos
and funnily enough he didn't speak to
me at the end of the lesson, he had to rush
off to see another student, and I was so
pleased, cause I think had he spoken to me
then	 I felt so disillusioned 	 I think
I would have cried, I Just felt so 	 you
do become very emotional, you feel so vulnerable
and a bit humiliated	 I thought he thought it
was a bad lesson, but when I eventually read
what he'd written about me, it wasn't nearly as
bad as I thought it was
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Sara not only found the school situation 'a lot more difficult
than I anticipated' but also very threatening
	
Tutors visits
increased her feelings of vulnerability, but this was a
common feeling in all classroom situations
there was always something that happened
that I couldn't deal with, you know remembering
where the new exercise books were 	 the
children knew the score though
	 and the
fact that you have to ask them immediately
makes you vulnerable or you seem vulnerable
to them
The feeling that pupils might take advantage, together with
extreme tiredness and a recognition of the difficulties of
classroom management, precipitated Sara into a situation of
crisis where she questioned her commitment to teaching 	 Her
survival was under threat but was 'rescued' by her professional
studies tutor to whom she explained her feelings in the second
week of the school experience
He was very helpful, he said it was
understandable and to be expected 	 I
don't think I could have carried on but
for this
Pupils were key figures in producing crisis situations
as 'critical reality definers' (Riseborough, 1985) College
tutors and classroom teachers also occupied pivotal roles in
students' school experience	 In this sense
be
tutors and teachers might also'critical reality definers 	 This
was very much the case for Fay
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Displacing the blame
Fay was one of three students who apparently experienced
a crisis situation lasting the whole four weeks of the first
school experience	 In her early twenties, Fay had come to
the B Ed course as a result of a decision to change direction
in her career away from secretarial and personnel work	 As
a mature student, heavily involved in college drama
productions, Fay appeared to have a degree of self-confidence
and energy that marked her out from the other student teachers
In the tutors' terms she was 'dynamic'
	
Fay claimed that
before starting her school experience she had not had time to
be too apprehensive because she was involved in a drama pro-
duction which was 'more terrifying'
	
'Anyway', she said,
'I tend to take a philosophical attitude	 you're going to
go so there's no point in worrying about it'
	
Fay was
however, unprepared for the 'reality shock' she experienced
when she began her school experience in a modern, open plan
middle school on one of the town's development estates. Fay
told me about her first lesson with the class she was
primarily attached to in the school
[It went] disastrously - well not really
disastrously but the, the children were
obviously used to, urn, extreme discipline,
being directed totally what to do, (
	
)
and wasting an awful lot of time, and of
course thumping other children along the
way as they did so, and I found that
incredible, I was Just so shocked by the
whole thing (
	
) I was really very
surprised and whereas I think I went in
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and my expectation was higher than it should
have been of them, they were extremely
backward for their age in all sorts of ways,
not just in their work, in their general
behaviour, but that was basically because
they'd had a teacher who'd let them get away
with it
Fay said she was 'in despair' for four weeks, thinking
'oh my God', I'm not cut out for this'' The contrast between
Fay's expectations and the reality of classroom life, at
least in this particular school, came as a considerable shock
and contributed not only to the precipitation of a continuing
situation where claims to teacher identity were in crisis,
but also to a degree of disillusion with teaching itself
Fay told me that after this school experience she definitely
felt less committed to teaching and there was as a result 'no
way' she would consider it as a long-term career	 Despite
this, her commitment in the short term at least was maintained
Fay maintained her commitment by defining the situation
she found in the school as untypical, and displacing the
blame away from herself	 Like Sara and Jill, Fay questioned
her own competence as a potential teacher throughout her time
in the school	 However, by the time the block of school
experience was over she fluctuated, like Lacey's students,
in displacing the blame first in an establishment direction
(towards the pupils) and then more emphatically in a radical
direction (towards the teaching hierarchy)
	
This was not
typical of other students I interviewed
	
The following
interview extract shows how Fay moves through blaming herself,
the pupils, the form teacher, the deputy head to 'the system'
171
I really felt hopeless because I couldn't do
anything, everything I tried I just came up
against the same problems	 If somebody
had come to me at the beginning and said to me,
or at least given me some insight into the fact
that these children who were causing me a great
deal of trouble really, had said 'well they are
like this, it's not just you, and this is the
way to deal with this particular	 ' and
that's what the form teacher should have done,
but she didn't She more or less threw me
in at the deep end and then she was sort of
sitting back saying 'hmm, there you are, you
see	 ' C	 ) In the end I had to go to the
Deputy Head and she admitted she was at fault,
she was supposed to be responsible (
	
) but
I think the whole system is so ludicrous, the
more I'm in it, the more I think it's ludicrous
By displacing the blame in this way and drawing upon the
'incredible support and encouragement for what I was doing'
from her professional studies tutor, Fay was able to maintain
her (weakened) commitment and even, implicitly some of her
idealism
I thought to be quite honest with you, if I
had to go through that experience again I
would pack it in, I wouldn't do it
	
If I
honestly envisaged having to go into a
school like that again under those circumstances,
I wouldn't even bother going	 Because that's
not	 what I consider teaching is about, this
fact that you're just having to battle all the
time
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Criticising the teachers
Running throughout Fay's comments on her time in school
was strong and emphatic criticism of the teachers she met on
school experience	 She was particularly critical of the
teacher whose class she had taken over 	 Fay regarded this
teacher not only as professionally incompetent, but as
actively seeking to undermine Fay's own competence in the
classroom by withholding support and co-operation 	 Fay was
also extremely critical of the staff in general for not
providing the kind of support, advice and basic information
about pupils, procedures and routines which she felt would
have enabled her to cope more successfully	 Her unhappy
relationship with the school staff was so central to Fay's
account of school experience that there seems little doubt
the conflict she experienced was a major factor in intensifying
the reality shock and thus the crisis situation of her first
school experience	 For Fay, the 'critical reality definers'
were the pupils and the school staff
	
Fay found herself very
strongly opposed to their definition of school and classroom
reality	 Like Sara and Jill, her survival then depended
upon the support and encouragement offered by at least one
significant other, in this case her professional studies
tutor
The key role played by school teachers in a student
teacher's professional socialisation is explored more fully
in Chapter 9, but here we will be concerned with the marked
contrast in the relationships of student teachers to school
teachers between those student teachers who did and did not
experience a crisis situation on their first school
experience
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Criticism by students of teachers, based on their contact
with and observations of teachers was a theme common to
students who experienced a crisis situation 	 Such criticism
usually signified, at least in the students' perception, a
less than harmonious relationship with some of the staff in
the school	 Criticism ranged from a questioning of the
teachers' professionalism and/or teaching competence, through
mild irritation with their perspective or lack of friendliness
and support
Jill	 I wasn't very happy with what I was doing,
we weren't actually producing anything
very brilliant and I asked - the form teacher
suggested that I ask the Head of the Art
Department if he could give me some advice on
what sort of things to do - umm, with them,
which I was very happy to do and he was
extremely rude to me 	 He said 'I don't see
why I should help you at all' 	 He said,
uhh	 he was really quite rude to me when I
approached him in quite a friendly manner (
	
)
I didn't expect to be treated in that manner,
he was really rude to me
Sara	 I got on with them OK, but	 I found they
were perhaps a bit barrow-minded, especially
in their ways and their attitudes towards the
children (
	
) all they spent their time
doing, moaning about the children
Fay	 it seemed to be the predominant practice
throughout the school of shouting 	 by the
teachers at the children	 I found I really
hated it	 I found it extremely disturbing
(	 ) the fact that I hadn't much support from
the school throughout	 I did feel that the
Deputy Head was in fact trying to
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smooth things over, politically for
herself at the end, because she had an
extremely long interview with me at one
point and she tried extremely hard to make
me see things in the point of view she was
seeing them from, and I wasn't having any
of it
In these examples the student teachers hold decidedly
negative assessments of the teacher(s) referred to	 Some
criticisms allude to individual teachers and some to the
school staff as a collectivity 	 In all the examples
however, the criticism constitutes an implicit questlonning
of the teachers' professional and/or personal competence
This was particularly with reference to the teachers'
relationships with pupils or more directly their relationships
with themselves as student teachers	 Actions and attitudes
which implied a lack of respect for themselves or for
pupils were reacted to with hurt, anger and disapproval on
the part of the student teachers 	 This was in contrast
to the student teacher - teacher relationships described
by those students who were quickly into a honeymoon period
MS	 What were the staff like'7
Rachel Very nice, very helpful - extremely so -
couldn't have asked for a nicer staff
Mike	 They [the staff] were very nice, very
friendly, made a point of talking in the
staffroom, didn't make you feel as if
you were a student
Julia The class teacher of the class I was
attached to	 she was really nice, very
helpful and she said, uhhm, you know, if
I wanted anything Just ask, and she saw
that I had everything I needed
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These students regarded the teachers they came into contact
with in their schools as open, friendly and helpful, working
with them as student teachers and not in some kind of
conflict with them	 The lack of criticism by student
teachers who found school experience an identity-confirming
experience, in contrast to those students who found it a
much more traumatic experience, strongly suggests that the
student teachers' relationship with school staff was
significant in intensifying or allaying feelings of crisis
Accordingly, in order to understand the variation in student
teachers' first experiences of the reality of classroom life
it is necessary to consider the relationship between self-
image, significant others and the students' reference groups
Self-ima g e, significant others and negative reference groups
In the formation and maintenance of self, crucial parts
are played by significant others - those who have the most
intimate socialising capability for an individual - and the
generalised other as mediated through the beliefs and
behaviours of various reference groups 	 Reference groups
are groups which the individual uses for self-evaluation
and as a source of personal goals and values 	 These need
not be friendship or membership groups, as indicated by the
term negative reference group	 Identification or non-
identification rather than association or membership is the
crucial factor
Nias (1985) has pointed out that the concept of reference
group has been given three main meanings in the work of
sociologists over the last forty years	 The first meaning
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is comparative, indicating a group serving as a standard
of comparison for self-appraisal 	 The second meaning is
normative, indicating a group by whom a person wishes to
be accepted and treated as a member
	
Thirdly, there is
the perceptual meaning of the term	 this is where the
norms of the reference group become the frame of reference
for organising the world and thus for determining what is
accepted information about reality	 Implicit in Nias'
discussion of the normative and perceptual reference groups
of primary school teachers is the point that these
distinctions are not Just different sociological uses of the
term 'reference group' but that they also tap the different
ways in which individuals actually relate to reference
groups, and indeed, to significant others	 The case of
student teachers clearly illustrates this point
The most frequently-invoked reference group for teachers
is pupils (Nias, 1985, Sikes, Measor and Woods, 1985)	 As
we shall see in more detail in Chapter 7, it is through
pupils that many student teachers (and teachers) actually
achieve their ambitions and find their personal and social
teacher identities confirmed	 But it is equally the case
that pupils can be responsible for undermining the teacher's
aspirations and thus presenting a serious threat to the
student teacher's establishment and maintenance of a teacher
identity	 Where student teachers enter teaching with high
and idealistic expectations, possibly based on their own
positive experience as pupils of schooling and teachers,
the experience of a 'reality shock' can precipitate a
crisis of identity for the student teacher
	 As a perceptual
reference group, pupils therefore have a powerful influence
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in determining the student teacher's self-image	 in
adapting to the practical realities of the classroom,
student teachers are in effect adapting their identities -
and not always in ways over which they feel some control
Pupils can represent a very concrete threat to ideals,
which is why the experience of initial classroom encounters
can be an extremely critical period Whether and how such
crisis situations are resolved depends upon the referential
support student teachers find within the school experience
school
Nias (1985) maintains that teachers need the affective
and affiliative support of their colleagues, especially in
circumstances where they feel themselves under threat from
pupils	 This study strongly supports that view
	 Student
teachers who failed to find referential support within their
schools, as was the situation for Sara, Jill and Fay, felt
their identity under threat and their claim to teacher
status most unstable	 For these students, the membership
group of the school constituted a negative perceptual
reference group and at best an ambiguous normative reference
group	 This meant attitudes to pupils as manifested in
staffroom talk or classroom practice were rejected as
inappropriate definitions of teaching reality 	 Fay most
vigorously, but also Sara and Jill, did not accept the
frame of reference represented by the teachers in their
respective schools	 In this way, the school staff were a
negative perceptual reference group
	
Normatively, however
the student teachers' relationship to the school staff
was somewhat ambiguous 	 For all student teachers, acceptance
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by the teaching staff of the school was important (not least
because without it the school experience was likely to be
difficult at best, and at worst it was a major factor in
school experience assessment), but student teachers did not
always willingly embrace the norms and values of teachers in
schools 9	 Criticism of teachers was a common theme in a
number of interviews with student teachers	 It would seem
student teachers heldclear but implicit ideas about the kind
of teachers they wished to identify with and for some, the
teachers with whom they came into contact in schools
represented a negative reference group 	 This suggests that
negative conceptions of teachers and teaching are personified
in teachers met on school experience and student teachers
then construct their own identity in opposition to this 10
In marked contrast were those students who did not
experience crisis situations and went quickly into 'honeymoon
periods'	 These students talked about school staff in
very positive and praiseworthy terms and did not voice any
criticisms relating to the teachers' pedagogy, ideology or
philosophy	 This group of student teachers generally per-
ceived a great deal of positive support from teachers and
regarded the membership group of the school as both a
normative and perceptual reference group
	 In effect, this
provided a perceptual frame of reference which countered
that deriving from rumour and myth in the pre-school
experience period
For students who experienced an identity crisis and
for whom affiliative support from the school staff was not
forthcoming, continuance in the teacher education course was
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in some question
	 The student's actual survival and the
resolution of the crisis situation was ensured by the
confirming support offered by one or two significant others
the professional studies tutor, a supervising teacher, and
although this study does not confirm it, possibly parents,
friends and other student teachers 	 Confirming and
supportive responses from at least one significant other
were necessary to provide nurturance to the student teachers'
developing self image
	
Such significant others provided
confirmation of students' own perceptual frame of reference,
and, more importantly, their competence, and thus served to
strengthen commitment	 For some students, this was enough
to take them through the crisis and into a more confident
period of learning to cope
Conclusion
On the basis of a case study of the P C C E course at
Sussex University, where student teachers spent part of
every week in the academic year on school experience in one
school, Lacey (1977) provided a description of the process
of becoming a teacher in terms of a number of stages through
which students pass	 My study, based on fieldwork of the
professional studies year of a more 'traditional' B Ed
course, where student teachers alternated three blocks of
school experience in different schools with periods in
college, has utilised Lacey's framework to provide an analysis
of the student teachers' first school experience 	 This
analysis also regards the student teacher as going through a
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number of experiential stages of a subjective nature, but
it does not assume, as Lacey does, that all students go
through the same stages Indeed, as the data presented in
the earlier parts of the chapter show, student teachers
had very different subjective experiences in this 'critical
phase'	 Nonetheless, certain patterns have been discernible,
and it is possible to present a basic model of this phase of
teacher socialisation
Figure 2	 The first school experience a model
Pre-school	 Week 1	 Week 2	 Week 3	 Week 4
experience
A apprehension	 honeymoon period	 learning to cope
B apprehension	 crisis	 learing to cope ----------
C apprehension	 crisis-----------------------------
For all student teachers the period running up to the first
school experience was one of anticipatory socialisation,
where feelings of self-doubt and apprehension prevailed
Such doubts provided a foundation for the generation of a
student teacher mythology,drawing on stereotypes of schools,
teachers and pupils and structured around the dramatic
recounting of potential critical incidents 	 As part of
the anticipatory socialisation period ,
 such stories served
to ease the status transition to student teacher
For the majority of students (A), the first school
experience was a honeymoon period	 the 'pre-wedding' nerves
and doubts were banished, confidence was given a positive
boost and claims to teacher identity subjectively confirmed
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This is not to say such students did not experience problems
or even severe crises of confidence, but in contrast to the
dreadful possibilities made explicit in the pre-school
experience phase, this was a period of optimism	 A second
and much smaller group of students (B) found the start of
school experience to be a period of acute stress the doubts
and anxieties typically anticipated by the students seemed
confirmed or even heighened	 A crisis situation developed as
students	 experienced 'reality shock' and searched for some
support to burgeon their fragile teacher identity and self-
image	 It was only once this was found that the student
teacher began to come to terms with the reality of the
classroom and develop ways of coping 	 For a small minority
of students (C), this situation of crisis lasted for the
whole four weeks and 'survival' made necessary a considerable
amount of displacement of blame
It must be emphasised that this analysis is only partial
it represents an attempt to gain an understanding of school
experience from the student teacher's point of view	 In
taking an interactionist view of the process of teacher
socialisation it is conceptualised as a subjective career in
which the individual student teacher strives to establish,
develop and maintain a self-image as a teacher (Becker and
Strauss, 1956)	 The self is a social object emerging from
social interaction and continually undergoing adjustment as
social relationships and contexts change (Mead, 1934)
Teacher education and in particular, school experience,
present new experiences, interactions, relationships and
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contexts	 Crucially for the student teacher, it involves
a status passage within a set of college and school
relationships which will henceforward be central to their
lifeworld and sense of personal identity
The process of professional socialisation must be re-
garded as involving constant negotiation within a set of
power relationships which are constraining on the student
teachers' autonomy to establish a teacher identity
Significant others in the socialisation process become
critical reality definers with whom the student teacher
attempts to adapt, resist and negotiate, in order to
strengthen and maintain claims to teacher status and identity
From this point of view, the first school experience is
undoubtedly a critical phase in the career of the student
teacher	 Survival depends upon learning to cope, and it
is to this aspect of the process of professional socialis-
ation that we turn our attention in the next chapter
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Notes
1	 Unless otherwise stated, all data presented in this
chapter comes from interviews
2	 Extract from fieldnotes
3	 Ibid
4	 Ibid
5	 Ibid
6	 Ibid
7	 Ibid
8	 This is supported by Nias' (1985) study of primary
school teachers
9	 For further evidence and discussion on this, see
Chapter 9
10 This compares with Measor and Woods' (1984)
'polarities' model of identity construction
11 Learning to cope is the focus of Chapter 5
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CHAPTER 5
LEARNING TO COPE NOISE AND CONTROL
Having emerged from the euphoria of initial honeymoon
periods or from the stress of crisis situations with an
intact but fragile teacher identity, student teachers em-
barked upon the serious business of learning to cope in the
classroom	 For most, this began part way through the first
school experience and continued throughout the next two, but
for a minority who suffered crisis situations it did not
begin until the second block of school experience
	
It is
this process of learning to cope in the classroom context
with which the next three chapters are concerned
	
This is
viewed as an aspect of the student teachers' longer term
survival problem and it identifies the significance of class-
room control as central to an understanding of the process
of becoming a teacher
The student teacher's 'survival' Droblem
Much recent research focusing on classroom interaction
draws attention to the survival problem faced by participants
in classroom life and the ways in which both teachers and
pupils negotiate and adapt to school life through the use of
a range of coping strategies 1 Some of this research mci-
dentally includes student teachers, but none focuses
specifically on their 'survival problem' 2 This is an
important omission because student teachers, as I shall show,
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in many ways face a more acute survival problem than
established or probationary teachers
In the previous chapter we saw that student teachers
endured a fear of the unknown	 In the pre—school experience
period they suffered acute anxieties about their own abilities
and competencles as potential teachers, and crucially their
capacity to cope with critical incidents in the classroom
situation	 Such anxieties were fuelled by rumours con-
cerning school reputations and potentially dramatic critical
incidents	 As part of their anticipatory socialisation,
student teachers therefore became aware that teacher competence
relies as much, if not more, upon recipe knowledge gained
as a result of practical teaching experience, as upon
formal preparation in college	 Lacking such experience, but
with much 'common sense' practical knowledge of classrooms
derived from pupil perspectives, in a very real sense
student teachers had doubts about their capacity to survive
initial classroom encounters
Doubts about coping were intensified by the fact that
short term survival in the classroom was necessary for the
longer term survival of the teacher education course
Failure to cope in the classroom could precipitate failure
of the degree course	 This meant that it was not only
personal identity which was at risk, but a stake in an
academic investment and a professional career 	 For the
student teacher the risks were high	 Being faced with two
mutually interdependent survival problems had a number of
implications for student teachers and classroom life
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Contemporary analyses of teaching view teachers as
working under various constraints that may restrict
opportunities to achieve aims	 These constraints range from
the expectations and actions of others participating in the
school or classroom situation to the constraints of the
physical setting	 As Leacock (1969, p 202) has observed
teachers cannot simply interact with the children
in their classrooms according to their desires
and personal style	 Instead their behaviour often
takes on characteristics beyond their immediate
aims or intents	 They must adapt their style not
only to the children but to the institution, to
the principal's requirements, to the other teachers'
attitudes, and to the standards according to which
they will be evaluated
If this applies to established teachers, it is likely to
have even greater significance for student teachers 	 Like
established teachers, student teachers face the problem of
adapting to and negotiating with significant others in the
school situation	 For student teachers this involves
negotiating a varied set of expectations from pupils, super-
visory teachers and other members of the school staff
However, student teachers, unlike established teachers, have
yet another and potentially contradictory set of expectations
with which to contend
	 These are the expectations posed
by the teacher education institution and its staff 	 Student
teachers face the problem of negotiating a double set of
expectations - school and college - which may well confront
them with contradictory constraints necessitating strategic
negotiation	 Moreover, such expectationsare likely to be
embodied in formal assessment criteria	 This relates to
the physical and institutional context in which the student
teacher must work
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A number of researchers have considered the constraints
effected by closed and open classrooms 	 Most teachers
have traditionally and still, typically, teach in closed
classrooms which as Denscombe (1980) points out, have been
regarded as sanctuaries against the interference of adminis-
trators, parents and colleagues, protecting teachers against
attacks on their autonomy
	 Classrooms are not sanctuaries
for student teachers	 Whether a student teacher is
working in a formally open or closed classroom, that class-
room is always in a sense 'open' 	 This is because student
teachers are aware that at any moment, someone whom they
know can be there to observe and assess their teaching
competence, may walk in	 The classrooms of student teachers
are always open to class or subject teachers, supervising
teachers and college tutors	 The student teacher's class-
room does not provide safeguards to autonomy or indeed to
teacher competence	 In this sense the status of student
teacher places a different meaning on the physical setting
of the classroom
It is however, the immediate social context of the class-
room which has attracted most attention from researchers
concerned with classroom survival
	
Thus Woods (1979) has
viewed teachers. as continuously developing survival strategies
to deal with the problem of control in the classroom 	 Woods
makes out a case that teachers are coming under increasing
pressures	 'the ever-tightening grip of a powerful pincer-
movement, with 'professional demands' on one side and
'recalcitrant material' in the form of reluctant or resentful
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pupils on the other' (p 141), and effectively argues that
problems of control have become paramount for survival
He contends that teachers face an acute survival problem
what is at risk is not only his physical, mental
and nervous safety and well-being, but also his
continuance in professional life, his future
prospects, his professional identity, his way of
life, his status, his self-esteem, all of which
are a product of an accumulating investment
process (p 145)
This necessitates the development of a 'hidden pedagogy' of
survival or coping strategies which can dominate teacher
activities so that, Woods maintains, keeping control in the
classroom begins to blot out any educational development of
the children	 According to Woods, the pressure to maintain
control means that survival strategies often take the place
of teaching and even assume its guise 	 More research is
necessary to ascertain the precise conditions under which
this happens, however it is central to the analysis of
student teachers' classroom experience presented in this
chapter that 'coping s or 'survival' cannot take the place of
teaching	 This is because student teachers are formally
assessed in the classroom by tutors and by supervising
teachers in terms of their teaching competence as well as
their ability to maintain classroom control 	 Student teachers
must not only survive, they must also teach or at least be
seen to be teaching
This is not to suggest that control and teaching are
distinct teacher activities, or clearly discernible in
classroom action, nor is it to reverse Woods' formulation
and maintain that control is of secondary importance to
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teaching for student teachers
	 Indeed, a basic theme of
this study is the salience of the notion of classroom
control for an understanding of teacher socialisation
Denscombe (1985) has made this clear in his detailed study
of classroom control	 He shows how responsibility for
control is a basic feature of the work of school teachers
and is a necessary, though not sufficient, condition for
teacher competence	 Competent teaching requires more than
the ability to control, but control is not Just one of many
skills necessary for competence, it is a fundamental pre-
requisite and cannot be compensated for by strengths in
other teaching skills	 The need for teachers to establish
classroom control is, Denscombe maintains, at the heart of
the hidden pedagogy of teaching 	 As a pre-requisite to
teacher competence, classroom control assumes a particular
significance for student teachers 	 The data presented in
this and the next two chapters will show that this was
certainly true of the student teachers I studied 	 All saw
control as both an important part of being a teacher and a
potential problem of teaching
	 On the one hand the
professional demands of teaching required competence, a pre-
requisite of which was the capacity to maintain order but
at the same time, schools were full of pupils who threatened
classroom order	 This I shall argue is the essence of the
survival problem confronting student teachers and becomes the
focus of learning to cope	 The rest of this chapter is
concerned with the control problem and how it was experienced
by student teachers	 We begin by analysing the ideology of
classroom control intrinsic to the teacher education course
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An ideology of control	 'class management'
and 'fraternisation'
The existence of a hidden pedagogy, an unwritten set
of assumptions relating to fundamental principles of
teaching and classroom activity which parallels the hidden
curriculum, is now recognised by classroom researchers	 The
essence of the hidden pedagogy is, as Denscombe (1982, 1985)
argues, the need for teachers to establish classroom control
In Chapter 8, I examine in some detail the pervasiveness
of the hidden pedagogy to the professional studies tutors'
perspectives, here I concentrate on the ideology of control
embodied in the curriculum studies element of the
professional studies course	 This ideology was not a coherent
set of principles and practices formally constructed into
the course by the tutors, rather it consisted of a number of
public and orthodox assumptions about principles of good
teaching and informal, 'ad hoc' advice relating to practice
The ideology was never articulated as a whole, rather it
was simply a series of diffuse assumptions informing aspects
of the course	 The analysis presented here starts from
this premise and attempts to make explciit two fundamental
strands of the ideology in order to contextualise student
teachers' experiences of classroom control in schools
The ideology of control as represented to student
teachers by professional studies tutors was centred on two
related strands which I term 'class management' and
'fraternisation'	 The former was embodied in the formal
curriculum of the professional studies course, while the
latter related more closely to the informal or hidden
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curriculum and pedagogy of teacher education 	 We will
examine each of these strands in turn
As a component of the formal curriculum of the teacher
education course, 'class management' was part of the seminar
programme in the curriculum studies blocks of the professional
studies year
Block 1
(9) Class management starting lessons, gaining
attention, giving instructions, using
questions, preventing and coping with problems
of control, organisation of materials
(storage and distribution), etc
Block 3
(2) Extension of basic teaching skills in class
management including simulation exercises!
critical incidents etc	 4
This constituted approximately one-and-a-half to two days
as part of the seminar sessions 5 and was regarded as an
introduction to the basic skills of managing a class in-
cluding, for example, an emphasis on giving clear and
precise instructions (not issuing them when pupils'
attention is elsewhere), different questioning techniques
(direct and indirect questions), the efficient organisation
of materials (making sure there are enough scissors, books,
protractors, that the tape recorder works) and so on	 The
implication underlying the emphasis on such skills was that
efficient class management helps prevent disorder arising
This was frequently made explicit to the students
PB	 in P E , for example, make sure they
can all hear you when you are issuing
instructions, otherwise you'll get them,
'Miss, Miss, what are we supposed to be
doing"', which also gives them an excuse
to bat one another with hockey sticks or
tennis racquets
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Students appreciated these sessions and referred to them
as the most 'relevant' and 'useful' parts of the course
in relation to school experience, although it was not always
the formal content that was seen from this perspective
Julia the 'classroom management' was quite good,
but it was more help when we could discuss it
and say to Paul 'if this came up what would you
do g ' and he'd give us an example of what he'd
done	 That's what I found useful, not all the
talk about permissive and strict and this sort
of thing, it was actual examples of what he would
have done in a situation that I found useful
Things like what you'd do if a kid tells you
lies or comes up and tells tales
Professional studies tutors recognised the concern of
students with issues of control and discipline and their
desire for practical recipes, as stated by Julia 	 This,
however, presented the tutors with a dilemma 	 Concerned to
placate the anxieties of students, but firmly of the
belief that there are no recipes or strategies that work
for everyone, tutors emphasised the personal and interactive
nature of relationships between pupils and teachers 	 This
was graphically put across to students by one tutor who
drew on his own teaching experience
BW warned them not to copy other teachers'
styles and reinforced this by giving an example
from his own experience	 When he had been a
deputy head, he had had a student watch him
teach a class with which he had a 'particular
repartee'	 'a relationship where they could give
as good as they got, but they knew where to draw
the line - friendly banter and humour but not
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cheek or insolence' 	 At the end of the lesson,
he said the student had been very enthusiastic
'that's marvellous, great, just what teaching
should be'
	 Then she had been left to take the
class but when BW returned at the end of the
lesson she was in tears
	 She had obviously, he
said, tried to adopt the same style as himself,
but of course she had not established a relationship
with them as yet, and consequently they had taken
advantage, seeing Just how far they could go 8
Here we come across the second strand of the ideology of
control	 'fraternisation'	 In attempting to satisfy the
students' demands for practical advice on classroom control,
and maintain the view that there are no set rules or recipes
which they can offer, the professional studies tutors
advocated a generalised strategy that can be termed
'fraterisation'	 'Fraternisation' means working for amicable
relations with pupils, based on mutual understanding and
a degree of camaraderie	 Although there was no official
space for it in the seminar programme, fraternisation was a
significant and unquestioned assumption informing the teacher
education course In this way it can be regarded as part
of the informal or hidden curriculum and implicitly taken
for granted by both the teacher education staff and later
by the student teachers
	 Indeed, the importance of
establishing a 'good relationship' with pupils is commonly
regarded as fundamental to teacher competence (Marland,
1975, Bennett and Martin, 1980) 	 Student teachers were
continuously exhorted by their professional studies tutors
to nurture appropriate relationships with pupils
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"the most important thing is getting a proper
relationship with the kids"
"a sympathetic but firm relationship with pupils"
"relationships with children	 should be relaxed
but tight - don't let them treat you like an
Aunt Sally" 10
Although the development of 'good' teacher-pupil relation-
ships is regarded as essential to successful primary and
secondary school teaching, Pollard (1985a) has pointed out
that the concept of a 'good' - or even a 'proper' - 'relaxed
but tight' or 'sympathetic and firm' relationship, is
intangible and elusive	 This leads Pollard to ask 'how
is a student teacher or teacher in difficulties to be
inducted into the process of osmosis by which a "good
relationship" will grow'	
(p 
8)	 Certainly the principles
of establishing 'good' teacher-pupil relationships were not
formally discussed in seminars at Haydon Park College
Nonetheless, it was possible to identify the articulation of
the general strategy of fraterisation on the part of the
professional studies tutors, particularly with reference to
two specific strategies which might be used to foster
fraterisaton	 friendliness and entertainment
Student teachers were encouraged to fraternise with
pupils in order to nurture 'good' relationships, but this
was only made explicit when a student teacher had not
successfully established such a relationship 	 This was,
for example, the case with Adrian on his second school
experience
PB said that his main worry now was Adrian (
	 )
he had seen Adrian teach a lesson last week where
the class were just not paying attention and were
chatting among themselves	 Adrian, he said, had
obviously not developed a relationship with them
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'I asked him why he thought the relationship
had not got off the ground - did he like the
kids, if he didn't, did he at least give the
appearance of liking them, did he chat to them
going in and out of lessons'1'
On the whole friendliness was left implicit in the notion
of a 'good' relationship with pupils 	 Reference to this
and to the second feature of 'fraternisation', 'entertain-
ment', is evident in the following extract from fieldnotes
on a seminar about evaluating lessons on school experience
BW suggested a series of headings, in terms of
which students might evaluate their lessons (
	 )
7) management and control of class
BW said it was better to be strict at the
beginning and relax later, it was possible to do
this, but much more difficult to tighten up later
But, ultimately, he said, only charisma will
hold a class, 'you must entertain them as well as
teach them - you can't rely on punishments all
the time, but on the other hand, you mustn't think
you've failed if you have to send a child to the
senior mistress or the deputy head 	 But you must
make the material interesting and motivate them'
He said it was not so much getting them to like
you, but respect you	 He went on to say that he
knew some schools where the boys are called by
their surnames and everything is very formal, but
this can mean the children end up in fear of you
The old dictum of 'starting off hard' was advocated, but
tempered by an emphasis upon interpersonal skills as a
means of winning over pupils and using interesting content
material to stimulate motivation 	 The 'good relationship'
was defined as one of pupil respect not fear, founded upon
friendliness and entertainment within a context of 'firm
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discipline'	 Thus while the notion of a 'good' relationship
was implicitly linked to the student teacher's personal
and interactive skills, 'entertainment' was explicitly
defined and emphasised throughout the course in terms of
lesson content	 To entertain classes, lessons must be
interesting, and to make lessons interesting, pupils must
be motivated by providing a variety of learning activities
and using resources	 lessons should be stimulating for both
teacher and pupils	 The following extract is from fieldnotes
on a seminar about planning schemes of work and explicitly
links lesson content with entertainment.
'Consider what you want them to do and consider
variation in output'	 BW said that his daughter
had recently come home from school complaining
that every lesson was the same - they patently
were not of course, because they were different
subjects, but they took the same form - the
teacher would talk about something and then say
'take down these notes' Many lessons, he said,
were boring, he'd sat in many lessons where he
felt like saying to the class 'shall we go, I've
had enough'	 He said he had never actually done
this, but he would never be surprised if students
or pupils simply got up, said they couldn't take
any more and left (
	 )
'Resources must be considered, film for example,
when can film be used and why 9 ' BS said it could
be used at the beginning to give interest, in the
middle to boost interest, when interest is flagging,
or at the end as a summary	 'You must entertain
the children, not in the sense of top hat and tap
dancing, but you are in the business of selling
education and so you must entertain them'
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It seems possible to conceptualise these two features of
the general strategy of 'fraternisation' as corresponding
to two analytically distinct roles the student teacher was
encouraged to adopt, both of which were regarded as central
to the maintenance of order in the classroom 	 The strategy
of 'friendliness' corresponded to the 'teacher as person'
role, while the strategy of 'entertainment' corresponded to
that of 'teacher as teacher'
	
This meant that the potential
problem of class control was dealt with by encouraging
student teachers to nurture a relationship with children as
individuals rather than teachers - to use a popular cliche',
'showing them we're human' 	 Student teachers must like
their pupils and their pupils must in turn 'relate' to them
This was to be achieved through friendliness	 chatting to
and demonstrating interest in the pupils, contexts in which
the teacher role is subordinated to the person/individual
role, although the status of teacher must remain to underlie
all pupil-teacher interaction in order to ensure pupil
respect	 This emphasis on the 'teacher as person' role
was substantiated by the assumption in Paul Brown's comment
above to Adrian - 'did he chat to them going in and out of
lessons'' - that the establishment of good relationships is
peripheral, though not subordinate, to the business of
teaching
Turning to the second strategy, 'entertainment', the
assumption here was that the potential problem of control
for student teachers could be dealt with by making lessons
interesting (the implication is clear in the above extracts
that boredom produces control problems) and by motivating
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pupils so that they want to co-operate
	 Although in practice
this cannot be clearly distinguished from the 'teacher as
person' role, since it is explicitly about teaching it
can be conceptualised as a strategy associated with the
'teacher as teacher' role
	
Of course, in any lesson teachers
constantly shift between the 'teacher as person' and the
'teacher as teacher' roles and at points the two strategies
inevitably merge and become indistinguishable
The student teachers were therefore encouraged to deal
with the problem of control and discipline by adopting a
strategy of 'fraternisaton' and, as Woods (1979) notes, this
can take many forms	 Two were advocated by the professional
studies tutors	 'friendliess' and 'entertainment'
I have attempted to analyse the ideology of control em-
bodied in the teacher education course, arguing that there
were two fundamental strands to this ideology
	
'classroom
management' and 'fraterisation', loosely associated with the
formal and hidden curriculum respectively 	 Two important
points about this ideology remain to be made
	
First, the key
to classroom control, the source of both the maintenance and
breakdown of order in the classroom, was seen to be the
student teacher - regardless of recalcitrant pupils and
student teachers' inexperience	 Second, and perhaps more
importantly, the whole ideology was essentially 'preventative'
rather than 'curative'	 The emphasis throughout, from
'classroom management' to 'fraternisation' and its techniques
was on the prevention of control problems
	
This leaves a
significant gap within the control ideology
	
Efficient
classroom management, friendly relationships with pupils and
entertaining lessons may go some way towards the prevention
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of control problems, but what if they fail 9
 This question
was recognised by student teachers even before they embarked
upon their first school experience
Control	 the problem
During the period before school experience, students'
anxiety level was high and focused particularly on their
ability to cope with potential critical incidents in the
classroom (see Chapter 4) 	 The expression of such anxieties
is significant, given the ideology of control discussed above
Among their peers, students frequently posed rhetorical
questons which took a 'what if	 ' form
What if they won't do as I say9
What if they ask me a question I don't know the answer to9
What if they create havoc9
Such questions were recognisable as pleas for recipes to
deal with potential control problems 	 They were in essence
appeals for coping strategies 12 , something which the teacher
education course had not so far provided 	 Such 'what if
questions highlighted the 'gap' in the ideoogy of control
offered by the teacher education course 	 These questions
were, however, rarely directed at professional studies
tutors, rarely voiced in seminars, but frequently voiced by
students among their peers	 Moreover, in articulating such
questions, it was evident that students did not expect
'answers'	 The questions were simply expressions of anxiety
representing a recognition of the unpredictable nature of
classroom life	 Student teachers accepted the impossibility
of providing ready-made strategies, but also explicitly
recognised that potential control problems, although
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theoretically solved by the utilisation of prevention
strategies, in practice required coping strategies as well
In fact, this became the major reality of classroom
experience for student teachers.
For all the student teachers, the process of learning
to cope in the classroom quickly crystallised around issues
of establishing control and maintaining order
	 This became
the students' central concern, the major difficulty with
which they were forced to cope 	 Some students were quite
explicit about experiencing classroom control as a difficulty
of teaching
MS	 What then were the problems of teaching for you?
Sara Discipline	 Definitely	 Definitely that's a
problem
MS	 What do you see as the difficulties of being a
teacher, what difficulties did you experience
in those weeks7
Abbie Ummm
MS	 If you had any
Abbie Oh, yeah, I had some	 I'm just trying to
think	 umm	 I think discipline, because not
being an established teacher in the school
you didn't	 I wasn't really sure of the type
of	 type of methods they used to keep the kids
under control
MS	 Can I ask what you found problematic about teaching9
Rose I found practical work the most difficult, not
being used to it, doing experiments and things
like that, they tended to get a bit noisy some-
times	 I didn't really like doing those
MS	 Was that because
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Rose: I'd never done any before basically [laugh]
I don't feel in control really, in total
control.
	 13
Being in control of the classroom situation, keeping order
and maintaining discipline were to the fore in student
teachers' assessments of the difficulties of the job.
Moreover, the significance of classroom control to student
teachers' own evaluations of competence was evident from
even a superficial analysis of their written lesson evalu-
ations. If classroom control was a recurrent theme in the
interviews conducted with student teachers after each block
of school experience, it was also a prominent theme in
lesson evaluations - a major criterion of the 'success' of
a given classroom encounter:
Lesson went well, although I felt there were a
few weaknesses in the beginning which meant
behaviour tended to verge towards excitable. I
felt they worked fairly well. However, I think
that a means of control in addition to verbal
instructions might have been useful - like a
whip:	 (2nd year English lesson)
This lesson went very well. The pupils were
attentive and co-operative, apart from the odd
one, a girl whom I moved to the front, and conse-
quently produced good work. I thoroughly enjoyed
the lesson, with no discipline problems.
(3rd year music lesson)
This class are quite a reasonable bunch, but had
two unruly boys whose behaviour caused a little
unrest in the class. When collecting the names
of the pupils, they gave me false names and were
eventually dealt with by the normal teacher.
(4th year maths lesson)
Extracts from students' lesson evaluations in a range
of subjects shared a common concern with classroom order
and control and denote student teachers' experience of control
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problems	 However, it is notable in the interviews
that the problem was defined in terms of the student
teachers' own difficulties in maintaining order, but in
lesson evaluations the problem was perceived in terms of
pupil behaviour	 This contrast encapsulates the dilemma
facing the classroom teacher personal responsibility for
order in a situation where order is constantly threatened
by the strategies pupils employ in negotiating classroom
life	 This also helps to explain why learning to cope
became focused upon the issue of classroom control
In the run-up period to the first school experience,
students seemingly anticipated all kinds of potentially
critical incidents which might challenge their ability to
cope physically, emotionally and intellectually in the
classroom	 Such anxieties were centred upon control, but
included other aspects of teaching and school life Once in
school, most students fairly quickly discovered that many
of the problems they anticipated did not exist, they could
deal with pupils' questions, moreover, pupils could answer
their questions	 Most school staff were found to be friendly
and supportive	 Preparation for lessons was managed and
student teachers found themselves able to stand in front
of a class and 'perform'	 Children did not 'run riot'
Although anticipated as potentially problematic, these
aspects of school experience did not emerge as such
However, the everyday reality of the classroom did confront
the student teacher with a problem, the reality of which was
only partially anticipated 	 the problem of control
	 Not
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only was this the real problem facing all student teachers,
it was a problem which to a greater or lesser degree they
did not successfully cope with
	 Indeed, this was one
aspect of classroom life where the students felt themselves
to be constantly failing	 Aware that responsibility for
classroom order rests with the teacher and is an essential
characteristic of teacher competence, but faced with a
classroom reality which apparently militates against the
achievement of order, coping assumes a problematic status
Moreover, since the students were being continually
assessed by both their supervisory teachers and college
tutors, it was not surprising that this should surface as
the coping problem facing student teachers
To say that classroom control seemed to be the aspect
of teaching which caused student teachers the most anxiety
is nothing new	 A number of studies both of student and
probationary teachers have pointed to this 14 Few studies,
however, actually examine the phenomenon of classroom
control and its attendant problems for established teachers,
let alone new recruits 15	 It is to questions concerning
definitions of order and disorder for student teachers that
we now turn
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Control the problem of 'keeping 'em quiet'
Essentially, the everyday problem of control facing
the student teacher (and probably most teachers) was one
of noise, specifically, pupil-initiated noise defined by
the teacher as illegitimate	 Disorder was most typically
signified by illegitimate pupil noise 	 In short, the
control problem was one of 'keeping 'em quiet' 16 This is
not to preclude other definitions of disorder, but it is
to argue noise was the most common and persistent aspect of
the control problem	 Taking Woods' (1979) definition of
control	 'successfully dealing with incidents which fracture
the teacher's peace or establishing one's power in a situation
which pre-empts such occurrences' (p 146), it is obvious
that illegitimate pupil noise is an incident 'fracturing
the teacher's peace'	 However, I wish to take this further
and argue that the student teacher's peace was continually
and persistently fractured by illegitimate pupil noise,
and this was the major coping problem confronting them
Furthermore, its very persistence and their own perceived
failure to cope with it effectively meant that noise became
part of the taken-for-granted, the common sense, of class-
room life for student teachers
Noise in these terms most commonly took the form of
talk or chatter - a term often used by teachers to indicate
illegitimate pupil talk - but it also included laughing!
giggling, 'moaning' and various animal imitations, the
noise children make when they cannot or will not sit still,
and the noise they make moving around a classroom or
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gymnasium	 Many of the student teachers spoke about classes
or pupils who were 'boisterous' or 'lively'	 I have
taken this as indicating noise for two reasons 	 First, I do
not really see how a child can be boisterous or lively in
a classroom without making noise 	 Second, where I asked
student teachers to expand on pupils' behaviour when they
described them as 'boisterous' or 'lively', reference was
made to one or more of the above kinds of pupil-initiated
noise None of this is to argue that these forms of noise
were always defined as illegitimate by the teacher, or that
student teachers were striving for silence in their class-
rooms	 Just how and when pupil-initiated noise became
defined as illegitimate for a particular teacher was both
complex and arbitrary
The pervasiveness of this theme - 'noise equals lack
of control' - only became apparent after I began to trans-
cribe interviews taped with individual students after the
first school experience	 Before this, talking to students
casually I received the impression that some experienced
control problems and some did not, and that this seemed to
correspond to whether or not the student experienced a
crisis situation in the first school experience 	 Initially
I intended to examine how control problems precipitated
crisis situations	 However, when I began to transcribe the
interviews, it was noticeable that even those students who
had entered honeymoon periods in fact experienced diffi-
culties in relation to noise
Julia, for example, told me that she had a 'great' time
on her first school experience and had not (unlike most of
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the other students) met with control problems 	 When I
interviewed her after the school experience, she maintained
she had not experienced any difficulties
MS	 Looking back on the four weeks, what did
you find were particular difficulties, what
did you find difficult about teaching9
Julia	 [laugh)
MS	 Well, if you like, tell me what you found
rewarding or good about teaching
Julia	 I	 I don't know	 umm, there was nothing
I found, maybe it sounds conceited, but
there was nothing I found particularly
difficult about the middle school 	 The
control worried me because I went to a school
myself where the control was pretty poor
and so that worried me - a lot 	 But once
I was in the school and had the authority
of a teacher and could do what I wanted
to do, I didn't find it difficult
Earlier in the interview, Julia told me she had been worried
about teaching English as she was not an English specialist
Surprisingly (to her) however, the English lessons had
turnedout to be quite good
Julia	 They [the English lessons] were quite good,
not because of the material in them, I don't
think	 They stick out most in my mind
because the class was so good
MS	 In what way9
Julia	 There was no problem of control 	 I mean,
they just sat there quiet	 There was one
boy in it and so long as you kept your eyes
on him he didn't give any trouble But the
class, you just had to say, 'er, this is
enough', you know 'no more noise' and
they'd just shut up just like that [laugh]
No trouble
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This is one of the clearest statements I recorded equating
control with 'keeping 'em quiet' 	 it indicates that a
class under control is a quiet class, or at least easily
quietened, and a noisy class is not 'controlled' 	 By
implication, Julia's statement suggests she did experience
control problems in relation to noise with other classes
This was confirmed in the course of the interview
Julia They [the other classes] were noisy, a
lot of talk, chat, up and down getting
things
As I transcribed more interviews, the noise/control theme
built up	 At first, however, it was ]ust one aspect of
the control problem and it did not immediately appear
relevant to all the student teachers, even though several
students explicitly linked control with 'keeping 'em quiet'
This remained a half-formulated theme until one seminar
in the third block of curriculum studies (after the second
school experience) which the students spent looking, some-
what haphazardly and haif-heartedly, at one another's
school experience files
	 This was the first opportunity I
had encountered to look at several files together. I was
particularly interested in the lesson evaluations
All the student teachers were required to evaluate
every lesson they took and to keep a written record in
their school experience file 	 Inevitably, some students
were more conscientious at this than others, and, since
they were written in the full knowledge that they would be
read and assessed by tutors, the degree of accuracy as a
report of what actually went on in the classroom might in
some cases be suspect.' 7
 Reading through random sets of
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lesson evaluations, one thing struck me immediately	 the
concern with how the class and individuals within it had
behaved	 Lessons were primarily evaluated by the student
teachers in terms of pupil behaviour and its implications
for classroom control 	 This centred around a quiet/noisy
dimension	 A particular class or a particular lesson was
either quiet and therefore presented no difficulties or
it was noisy and presented considerable problems for the
student teacher	 In the latter case it was not always
the whole class which was noisy but a small number of
individuals - usually boys - who were 'disruptive' 	 This
is illustrated in the following extracts from lesson evalu-
ations on the second school experience (emphasis added)
The lesson was again very quiet with the
exception of the constant verbal chit chat
from Sam Smith	 (3rd year English lesson)
Again this session was halved because of the
noisy classroom	 I kicked out the group,
lectured them and they quietened considerably,
although individuals moaned throughout the
lesson	 (4th year games lesson)
This class were noisy throughout the lesson
and I had considerable difficulty stopping
them jabbering and mucking around 	 There were
some very excitable boys in the class whose
energy levels seem non-exhaustive
(1st year drama lesson)
A difficult lesson, at times I found it
necessary to shout above the class to make
them quieter	 (1st year music lesson)
This was a new class for me
	
I had been warned
that they could be awful, noisy and disruptive
I went in quiet but hard and never had a sound
out of them during the whole lesson
	 I was
astonished at the peace, quiet and industry
that prevailed	 (4th year science lesson)
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A curious lesson, although I prepared a good
stint of work it proved to be insufficient
and I set extra problems to be done
	
Yet
they were noisy, inattentive and verging on
disruption	 (3rd year maths lesson)
These extracts are typical of literally hundreds of
lesson evaluations across a wide range of subjects, virtually
all of which made explicit the salience of the noise and
control theme
Noise = Disorder = Control problem
Quiet = Order	 = No control problem
From the student teacher's point of view, control problems
concerned routine pupil-initiated noise defined as
illegitimate	 Such noise was viewed as a major source of
potential disorder and thus an important practical problem
threatening the maintenance of classroom control 	 Pupil-
initiated noise was a normal and natural state of affairs
in classrooms, quiet had to be achieved by the teacher
Student teachers were perfectly aware of this it is part
of the hidden pedagogy of teaching 	 Nonetheless achieving
'quiet' was experienced as problematic and became a major
pre-occupation of classroom life	 Dealing effectively with
noise was the main perceived coping problem of student
teachers	 Learing to cope as a phase of student teacher
socialisation was in part a question of developing effective
classroom coping strategies, but was also, more fundamentally,
a coming-to-terms with the pervasiveness of illegitimate
pupil-initiated noise and the necessity of dealing with it,
often in the face of persistent failure to do so
	 These
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issues will be taken up more fully later in the chapter,
but first it is necessary to examine when and how pupil-
initiated noise became defined as illegitimate
Illegitimate pupil-initiated noise
It is important to emphasise that pupil-initiated
noise was not always defined as illegitimate	 Many lessons
in subjects such as drama, music, physical education and
languages invariably produce a considerable amount of
pupil-initiated noise in the form of talk, chatter, move-
ment and so on which is regarded as legitimate and often
desired by the teacher	 Other lessons in a range of subject
areas also tend to generate a certain level of pupil-
initiated noise in the course of normal learning activities
(for example, oral or group work) - noise which is possibly
central or endemic to lesson content and again required or
requestecL by the teacher	 It is pupil-initiated noise
which does not clearly fit into any of these categories
which is much more likely to be defined as illegitimate,
but not inevitably so	 In a general sense we have already
seen that pupil-initiated noise was defined as illegitimate
when it was perceived as threatening the maintenance of
order in the classroom, but we need to ask when and how
noise was perceived as a threat 	 Answering this question
will focus attention on some of the specific constraints
of classroom life for student teachers
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Student teachers were concerned about pupil-initiated
noise and defined it as illegitimate when it was taken as
indicating pupils could not be working, and therefore not
learning Pupil-initiated noise in certain situations was
regarded as antithetical to learning and therefore became
defined as illegitimate	 This could apply to the whole
class, or to specific groups or individuals within it
Sara	 I found it very difficult to cope with
noise	 I found that sort of thing in
drama lessons	 I began to panic once
the noise level sort of rose to a certain
pitch or point, and I wanted it to come
down I just didn't like it, I didn't feel
secure with that, didn't feel that anything
constructive was going on
	
it seemed to
me everyone was talking but not necessarily
about the subject
Becky One day I did think this one boy was going
to thump me	 I did rather go on at him,
but he did need it, because he could do the
work, but he just didn't bother and I used
to say 'now come on Mohammed' 	 I think it
was because he didn't like a woman telling
him what to do
	
but he used to turn his
chair round and talk to the people in the
desks nearby	 In the end I had to bring
him to sit at my desk 18
Mike	 This lesson went very badly and little work
was achieved The more able managed to
struggle on with their work despite the
disruption, the less able generally disrupted
by walking about and chatting, laughing and
generally not working The class had to be
repeatedly told the noise was too high
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Francis I was disappointed with the level of noise
that was present in the class and the amount
of 'non-work' being done
It is important to be clear that in these cases noise was
defined as illegitimate within a particular context set
up by the teacher, a context which frequently involved a
contradiction	 The context was one of pupil activity -
most usually individual written work, but sometimes a task
which involved pupils working in pairs or in small groups
Within this context, and often as a result of an
encouraged learning strategy of pupil co-operation, some
pupil-initiated noise involving chatter, movement and so
on was legitimate	 Such noise only became defined as
illegitimate if the teacher interpreted it as indicating
that particular pupils were not getting on with set tasks
because they were talking too much, the criterion being
the amount of noise produced by some or all pupils, or if
the teacher interpreted it as indicating that the whole
class could not be working as well as they might because
'the noise was too high' and thus distracting, the
criterion being the level of noise produced by the class
as a group
These criteria are interrelated and can only be re-
garded as analytically distinct	 None of the student
teachers whom I studied expected absolute silence, yet
there were definite limits to what any one student teacher
would tolerate in terms of pupil-initiated noise	 Pupil-
initiated noise and its legitimacy or otherwise was thus a
context-specific phenomenon in the sense that what was
regarded as illegitimate by one teacher in one context might
illegitimate
(legitimate)
level/amount	 high
of noise
illegitimate
t imate
low
t imate
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not be so regarded either by another teacher or in a
different context
	
A third criterion implicitly underlay
both level and amount of noise 	 Work or work-related
noise was legitimate in a way that non-work-related noise
was not
	 This was implicit in Sara's statement that
'everyone was talking, but not necessarily about the
subject', and in Mike's references about chatter and
laughter	 The relationship between these three criteria
can be represented diagramatically as follows
Figure	 The relationship between level, amount and
content of pupil-initiated noise
work related noise
non-work related noise
A high level or amount of noise was generally regarded as
illegitimate, although in some cases work-related noise
even of a high level or amount might be regarded as
legitimate, for example, some drama lessons or group
activities	 On the other hand, a low level or amount of
noise, whether work related or non-work related, was
generally regarded as legitimate
	 What constituted a high
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or a low level/amount of noise was, it must be emphasised,
subjectively defined by the student teacher.
I observed several lessons in which the student teacher
set up a working context where pupils were set individual
tasks or problems - usually written - which they then
undertook either independently or co-operatively in pairs.
This was a typical working context in a range of subjects
such as maths, English, and humanities.	 Within such
contexts pupil-initiated noise was defined as illegitimate
via remonstrations and instructions to quieten down.
Remonstrations were related to the student's apparent
perception that the amount, level or content of the noise
had reached a point where it was assumed to be interfering
with pupils' work.	 Observing such lessons, however, it
became evident that defining pupil-initiated noise as
illegitimate was not only context-specific, but also
random and arbitrary on the part of the student teacher.
While one pupil could 'get away' with chatting to his/her
neighbour fairly frequently, another pupil might be remons-
trated with almost immediately. 	 Moreover, instructions
and comments about noise to the whole class in some cases
seemed purely a matter of routine rather than related to
the actual level of noise in the classroom. This can be
illustrated by examining a first year maths lesson of
Julia's which I observed on her second school experience
at a small rural comprehensive school.
As a large proportion of the class - of about twenty-
five - had been away. from some previous lessons with
influenza, Julia divided the group: those who had been
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present for the previous lessons she gave a worksheet, and
the nine pupils who had missed lessons she summoned to the
front of the class and went over work on the blackboard be-
fore setting them some examples to work through	 While
Julia was instructing the group at the front of the class,
she appeared to be unaware of the other pupils, who were
mostly engaged in completing the worksheet on their own
or working with a partner	 Some children were working
quite intently and in silence, others chatted to one
another but also appeared to be busy with the worksheet
From my position at the back of the room I was aware of
two boys who spent most of their time chatting to one
another and giving very little attention to the worksheet,
and one girl, Stephanie, who spent most of her time
avoiding work by fidgeting, sharpening pencils and chatting
to her neighbour	 Excluding these pupils, there seemed to
be plenty of 'real work' going on in the classroom as
well as some talk, much of which appeared to be work-related
Once Julia had finished instructing the group gathered
around her desk, she turned her attention to the rest of
the class	 Almost immediately she remonstrated with them
for noise and indeed told them to 'keep the noise down'
several times during the lesson - though as my fieldnotes
comment 'they weren't really noisy at all'
	 To me the
noise level was both fairly low and fairly constant, neither
particularly distracting nor intrusive
	 Julia's remons-
trations did not seem to be related to the actual level of
noise in the room, but rather to her perception of it
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She periodically tried to lower the level of noise with
comments such as 'you're getting noisy again
	
' addressed
to the whole class	 Moreover, while Julia did not seem to
notice the two boys who were chattering away to each other,
Stephanie was told to 'stop talking and get on with your
work' several times, and eventually Julia moved her to a
desk at the front of the class on her own
It is quite possible of course, that Julia was parti-
cularly conscious of noise levels because she was being
observed, not only by me but also by her professional
studies tutor	 This may account, at least in part, for the
random and frequent comments about noise	 But that is to
imply Julia was likely to be more 'objective' about pupil
initiated noise in classes where she was not being observed
Unfortunately we have no way of knowing, but, given the
frequent references to noise in the lesson evaluations and
interviews, there is no reason to accept this as a total
explanation	 It is much more likely that the random
comments were a result of the uneasiness and insecurity
referred to earlier by Sara, which were simply intensified
by the presence of observers in the classroom	 Occupied
with the small group at the front of the class, Julia was
able to concentrate fully on her teaching task, which was
one of instruction 	 Once this task was completed, her
consciousness returned to the whole class and with no
specific teaching task to undertake immediately, her concern
was with the maintenance of classroom order	 From Julia's
perspective that order was experienced as essentially
fragile, noise was the most immediate indicator of lack of
217
order and consequently, exacerbated Julia's feelings of
insecurity	 At the same time, as we have seen, pupil
initiated noise is persistent	 Random comments and
remonstrations about noise were both a response to its
persistence and the feelings of insecurity this generated
As soon as Julia's attention moved from the small group
she worked with at the front of the class, she was
immediately sensitive to the pupil-initiated noise and
regarded it as symptomatic of a potential lack of control
Such 'symptoms' from the student teacher's point of view
necessitated some reaction	 The fragility of classroom
order, the fundamental importance of classroom control and
the persistence of pupil-initiated noise in classrooms
nominally, if not actually, open to 'outsiders' was
conducive to random and unsystematic reactions
This is not, however, the whole story because the
question arises as to why Julia defined one pupil's noise
as illegitimate and not others	 Was it simply that she
noticed Stephanie and not the two boys'? The insights of
typing theory and labelling theory (Hargreaves, Hester and
Mellor, 1975) are of relevance here and in this particular
case there was evidence that Julia was already aware of
a potential problem with Stephanie	 Julia's school experience
file contained a list of the class pupils, each accompanied
by a brief comment, obviously supplied by the class teacher
Against Stephanie's name was the comment 'time waster'
Julia had thus been alerted to Stephanie's behaviour even
before she had met her	 Stephanie had been typed as a
potentially troublesome pupil 	 It was very common for
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student teachers to be 'warned' about particular classes
and particular individuals, partly in response to their
own requests for information about 'what they are like' 20
Such information was seen by both students and class teacher
as providing knowledge enabling the student teacher to
counter potential problems of control, but it also raised
the possibility that the student teacher, expecting a
problem from a particular source, might tend to look for
it, and consequently be less aware of problems from
unexpected sources
The definition of pupil-initiated noise as illegitimate
was therefore both a context-specific phenomenon and
essentially a matter of subjective perception by the student
teacher	 It was defined as illegitimate with reference to
pupils' learning or non-learning activities within
particular classroom contexts specified by the teacher
noise was a problem when it indicated that pupils were
not working as the teacher expected
	
But the rules were
not systematically applied by student teachers 	 Remons-
trations depended upon the student teacher's subjective
perceptions about level, amount and contept of pupil-
initiated noise emanating from particular pupils or groups
during particular lesson phases as symptoms of potential
threats to order
	 The unquestioned assumption of the
necessity for relative quiet as a pre-requlsite to learning,
and the persistence of pupil-initiated noise, combined
with the possible expectation of non-work and/or 'trouble'
from some sources produced a routine and taken-for-granted
concern with control of pupil-initiated noise
	
This might
also in some instances set in motion processes of teacher
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expectation and learning
Noise as an educational and social problem
In his analysis, Denscombe (1980, 1985) identifies two
analytically distinct aspects of noise as an educational
problem and a social problem	 Noise is problematic when
it interferes with the progress of lessons (its educational
aspect), but also when it is taken as indicative of lack
of control by others outside the classroom (its social
aspect)	 The picture I have presented of the significance of
pupil-initiated noise to student teachers also distinguishes
between its educational and social aspects, however, I
depart somewhat from Denscombe in my analysis of the
social aspect	 While Denscombe concentrates on how noise
may constitute a problem because it is taken by those outside
the classroom as indicative of lack of control, I have
emphasised the problematic nature of noise as symptomatic of
a potential threat to control by those inside the classroom
It was not so much a fear that pupil-initiated noise would
be 'easily interpreted as the end-product of poor classroom
control' (Denscombe, 1985, p 154) as that it alerted student
teachers to potential challenges to classroom order 	 Quite
simply, noise heightened the awareness of, and alerted the
teacher to, the essential fragility of classroom order
noise warranted attention because, left unchecked, it might
escalate into a more overt and serious breakdown in control
For the student teachers I studied, 'keeping 'em quiet' was
a major pre-occupation because of its symptomatic
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significance for those inside the classroom rather than with
reference to colleagues outside the classroom
This raises questions about the relationship between
the educational and social aspects of the problem of noise
Denscombe argues that for some teachers, particularly those
of a low achievement orientation, 'keeping 'em quiet' to
maintain the appearance of control - and thus competence as
a teacher - becomes more important than 'keeping 'em quiet'
for educational reasons 	 This relates to Woods' (1979)
argument that for some established teachers, 'survival' may
take the place of teaching 	 However, I have already argued
'survival' in Woods' sense is, for student teachers, not
enough	 By implication, this means the educational aspect
of noise would, of necessity, be of central concern to student
teachers	 However, it was the case that different classes,
groups of pupils, and even different lessons and lesson
phases presented more or less of a potential problem - both
educationally and socially - than others	 These issues
are now taken up by comparing the following description of
a fourth form history lesson taken by Jill with the earlier
description of Julia's maths lesson
An intending history specialist, Jill spent her second
school experience at a large county comprehensive school
situated in open playing fields at the edge of a small town
The school had a large catchment area from the surrounding
villages and thus had pupils from a wide variety of socio-
economic backgrounds
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On arriving at the school Paul Brown and I went to the
staffroom to meet Jill. Paul greeted Jill by making a joke
about coming to see how awful she was. Jill was temporarily
flustered and made advance apologies for her lesson warning
us that it might be chaotic, since the group had been 'awful
yesterday'. She explained that she intended to play a tape
on Christopher Columbus but, 'I don't know if they will be
able to sit still long enough to listen: it's a long tape
and the children are remedial'. There were however only
twelve pupils in the class.	 The classroom was a battered,
bare, stark room with old-fashioned filed-down desks and a
few history posters on walls much in need of redecoration.
The children waited outside the classroom until Jill was
ready to admit them - she told them to come in and when they
all rushed forward said 'careful, ladies first; quietly now'.
The children came in noisily, swinging bags, talking and
dragging out chairs from desks. Getting them all seated
and relatively settled took several minutes as latecomers
were urged to 'sit down quietly' and the whole class was
'ssshed' at several times. 	 Once relatively settled Jill
began by recapping on the previous lesson, getting pupils
to remember basic factual points about voyages of discovery
at the time of Columbus. This was a short question and
answer session lasting about five minutes. Throughout this
phase of the lesson and later phases, there was noise from
the pupils. The boys particularly were extremely fidgety,
in banging books, bags and desk lids. A group of four boys
C onstantly distracted each other; grinning, whispering and
prodding one another. However the class was not 'out of
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control'	 they were noisy but enthusiastic, much of the
noise stemmed from responses to Jill's questions
Although it was evident all the class was not fully
concentrating, they did seem interested (some of them very
interested) and, as Paul Brown later wrote in his lesson
criticism, ninety-five per cent of the talk was about the
topic	 One boy in particular seemed very enthusiastic and
put up his hand with loud calls of 'Miss, Miss' ' in response
to every queston and initiated questions about the topic
himself	 The general enthusiasm for answering questons
shouting out and waving hands about, plus an inability to
sit still generated a considerable level of noise which
Jill was constantly endeavouring to quieten	 The question
and answer session was conducted over and around this pupil-
initiated noise and Jill spent as much time regaining
pupils' attention as she did in asking questions
Jill explained that she wanted the class to listen to
a tape about Columbus	 'so you must sit still and keep
quiet while it's playing'
	
The tape began, she told them,
with a song about Columbus' ships 'which I shall make you
lot (the four 'fidgety' boys) sing if you aren't quiet'
Several times while the tape was playing Jill moved over
towards this group of boys, and smiled at them, tapped one
on the shoulder, or said, 'come on now' in an attempt to
keep them concentrating	 Despite the general fidgeting
most of the children did seem to be listening to the tape,
several of them asked questions about the content while it
was playing and they all urged Jill not to wind on the tape
when she suggested it on the grounds that it was boring'
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When the tape was finished Jill gave out some fact sheets,
asked a few recall questions and then set the class the task
of writing a story about Columbus' voyage
	
The rest of the
lesson was taken up with this activity
Although there was certainly no atmosphere of 'quiet
studiousness' and the writing of the stories went on against
a continuous background of pupil-initiated noise 1 the group
was working and did seem to be involved in their task	 This
was apparent from the numerous questions asked and the
quite lengthy stories they managed to produce 	 When the
bell went to signal the end of lesson, the pupils immediately
started packing up and the noise level increased significantly
as a result Despite Jill's attempts to get them to leave
more quietly by dismissing the girls before the boys,
they left amid considerable chatter
Even though the number of pupils in Jill's class was
only half that of Julia's, it was to my ear significantly
noisier	 Not only was the amount of pupil-initiated noise
much greater, particularly in terms of pupil talk and
movement, but the level of noise produced by this group of
twelve was also relatively higher 	 However, the lesson was
by no means a disaster in terms of control, indeed,
considering Jill's own expectations it was a success These
pupils were, on the whole, 'inherently noisy'	 they could
not sit still, fidgeting and distracting one another seemed
normal to them	 There was also a noticeable gender
dimension to the generation of pupil-initiated noise 	 Some
of the boys in particular were unable to keep still or quiet
and Jill seemed to recognise this in directing her
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remonstrations	 Furthermore, Jill herself promoted this
gender division in her routine for pupils entering and
leaving the classroom
Jill not only tried to get the pupils to enter and
leave the classroom in a quiet and ordered way, she was
constantly concerned with the control of noise throughout
the lesson	 Much of the- noise however, was generated as
part of a general enthusiasm for asking and answering
questions about Columbus and the voyages of discovery and
this was inseparable and indistinguishable from the more
general noise of chatter and movement 	 Nonetheless, the
noise was periodically defined by Jill as illegitimate
Even though she did not expect absolute quiet and concen-
tration, the persistent nature of the pupil-initiated noise
did constitute an educational problem as much as a social
problem for Jill	 Most of her explicit attempts to quieten
the class as a whole or to gather the attention of indi-
viduals, came in the early phases of the lesson where the
desired pupil behaviour was to listen and respond appropri-
ately or simply to listen
	
The pupil-initiated noise
interfered with the smooth running of the lesson and thus
with Jill's task as a teacher	 However as Denscombe (1985)
points out, pupils who are noisy alert the teacher to
activity which warrants attention, not only because they
interfere with the establishment of a learning context, but
also because they pose immediate threats to the appearance
of control in the classroom	 Pupil-initiated noise, even
as a product of enthusiasm and interest and work-related
cannot be ignored
	 The result is the routine and random
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defining of pupil-initiated noise as illegitimate
The educational and social implications of pupil-
initiated noise were thus inter-connected and stood in
complex relationship to student teachers' perceptions of
amount, level and content of such noise
	
Clearly, the
nature of the pupils and expectations regarding specific
pupils in particular lesson phases and contexts presented
teachers with varied problems in both educational and
social terms	 This reminds us that the social problem of
noise is not uni-dimensional and we now consider how for
student teachers the problem of noise had its own specific
social aspect
For some of the student teachers, the presence - either
personally or symbolically - of an authoritative significant
other (most obviously school staff or college tutors)
operated as a powerful external constraint on the social
context of the lesson	 Symbolically this affected all the
student teachers because the equation
noise = control problem
is part of the hidden pedagogy of teaching and operates as
a strong defining force in the classroom situation	 But
over and above this, the actual and/or potential presence
of a tutor or school teacher could also be significant to an
understanding of the way in which pupil-initiated noise
became defined as illegitimate
Pupil-initiated noise was a relative rather than an
absolute problem for student teachers
	
Complete silence
was not normally demanded of pupils by college tutors,
school staff or by student teachers
	 However, this did
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become a requirement on certain occasions 	 Rose explained
the situation when her maths tutor visited her in school
Rose The tutors seem exceptionally bothered about
noise, whereas the teachers were saylng 'It
doesn't matter so long as it's a working
atmosphere	 ', but, like our maths tutor,
she prefers everyone to be in complete
silence which is a bit awkward	 uhh
I don't know, I had this one lesson and it
was quite a quiet class and they hardly made
any noise, and the tutor sort of said at the
end, 'Ooh, you know, you really have to keep
down on this class, you really have to' - and
they were a real good class - I don't know
where she got that from
MS	 So in effect when she came in did you find
that you had to get them working in a
different way9
Rose	 Yeah	 you're conscious of it in a way, you
think, well you don't really want them to be
I don't know really - like in maths, I was
conscious, in maths I was really conscious and
they were rebelling against me I kept trying
to shut them up and they kept talking even
more	 [laugh]
MS	 Was this all the time, even when the tutor
wasn't coming in9
Rose	 Oh no, no	 I'm just saying when the tutor
was in I was really conscious of the noise 21
For Rose a certain amount or level of pupil-initiated noise
was accepted as legitimate, for her maths tutor it was not
Given the unequal relationship between Rose as student and
her maths tutor as assessor, the latter's definition of
permissible pupil-initiated noise had to be taken into account,
even though Rose herself did not find it acceptable
	
Rose
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accommodated - through strategic compliance (Lacey, 1977)
- her tutor's definition by making efforts to reduce the
level of noise when her maths tutor was present 	 In
effect, this meant that in those few lessons where the
maths tutor was present, Rose defined pupil-initiated noise
as illegitimate while in other lessons she regarded it as
acceptable	 Moreover, she found herself particularly
sensitive to noise at these times, which correspondingly
had the effect of heightening her awareness of the fragility
of classroom order
	
As a result, conflict with the class
emerged	 Other students who had this maths tutor also
commented on her concern with noise and felt constrained to
achieve a greater degree of quiet when she was present
Although this tutor was singled out by some student
teachers, as being excessively concerned about noise, other
tutors also communicated their expectations about the
legitimacy or otherwise of pupil-initiated noise
	
This was
done through lesson criticisms and in seminars
	 For
example, tutors constantly made the point that students
should, indeed must, insist on quiet when talking - pupil-
initiated noise was clearly illegitimate within such lesson
contexts	 Here again, the social and the educational aspects
of the problem of noise became merged 	 However from the
student teacher's perspective it was the social significance
of the noise which was important
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Conclusion
This chapter has sought to highlight an essential
aspect of the survival problem confronting student teachers
on school experience 	 I have shown that for the student
teacher survival was primarily focused on learning to cope
in the classroom context	 The salience of the hidden
pedagogy of teaching meant that learning to cope was defined
fundamentally in terms of classroom control as a pre-
requisite to the activity of teaching 	 Presented with an
ideology of control by the professional studies course in
college which was lacking as a basis for the development of
effective coping strategies, classroom control faced the
new student teacher with their most persistent coping
problems
This has been well documented by other studies of both
student and probationary teachers (see Hanson and Herrington,
1976, Hannam et al , 1976), but few researchers have gone
beyond this to analyse the nature of the control problem
confronting teachers, let alone the specific problems of
student teachers	 On the evidence presented in this
chapter, it was seen that the main, everyday, routine and
persistent classroom coping problem for student teachers
was one of regulating pupil noise 	 Noise defined by the
teacher as illegitimate was regarded as an indicator of a
potential breakdown in classroom order and thus a lack of
control on the student teacher's part
	
Nonetheless, pupil-
initiated noise was found to be a real and routine fact of
classroom life, the background against which teaching must
take place	 Real pupils in real classroom chatter, giggle,
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shout, fidget and move about to varying degrees, but somehow
the teacher must maintain relative quiet 	 The problem of
illegitimate pupil-initiated noise was however, context
specific and, importantly, subjectively defined by the
teacher	 Student teachers could be and were inconsistent in
their implementation of rules regarding pupil-initiated
noise with regard to different lessons, classes and pupils,
but at the same time objective differences in the nature and
extent of the problem of noise also operated to structure
their	 ability to cope in the classroom	 The problem of
noise is multi-faceted in both its educational and social
aspects, and this produces a considerable variation of
coping contexts for all teachers
The analysis of pupil-initiated noise presented here
strongly points to the fact that student teachers and
pupils enter the classroom with very different interests
and of necessity need to work towards the negotiation of
tacit understandings which enable the student teacher to
establish the prevailing rule frames (Pollard, 1985a) 	 This
is the business of initial encounters which are the focus
of the next chapter	 Chapters 5 and 6 are thus closely
related as the latter presents an analysis of the problematic
nature of the process of establishment for student teachers
(as significantly different to that of experienced teachers)
in relation to a coming to terms with the pervasiveness of
pupil-initiated noise 	 It is within such a context that
the student teacher's own perspective is developing, especi-
ally as regards the hidden pedagogy of teaching
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Notes
1	 See, for example, the work of Woods (1979, 1980a & b,
1981),	 Hargreaves (1978, 1979, 1980), Pollard
(1980, 1982, 1983) and Beynon (1985)
2
	
Two papers which do refer to research on student as
well as established teachers are Ball (1980) and
Mardle and Walker (1980)
3
	
See, for example, Denscombe (1980), Bennett etal
(1980) and Stebbins (1970)
4
	
Haydon Park College Professional Studies Course
Booklet
5 In practice, more time is devoted to discussion
of these issues, since it is brought up in many
seminars by either staff or students
6	 Extract from fieldnotes
7
	
Interview extract
8
	
Extract from fieldnotes
9 'Fraternisation' is a term borrowed from Woods (1979)
denoting one of eight survival strategies he
distinguishes	 The meaning of fraternisation is
encapsulated in the adage	 'If you can't beat them,
join them'	 The aim is to strive for good relations
with pupils, with a view to minimising potential
conflict and developing a sense of obligation in
pupils
10 Extracts from fieldnotes
11 Extract from fieldnotes
12 Here the term 'coping strategy' is used in a restricted
sense to indicate ways of successfully dealing with
problems once they arise as distinct from strategies
like class management and fraternisation which are
more preventative and anticipatory of potential problems
13 Interview extracts
14 See DES (1982), Preece (1979), Hanson and Herrington
(1976)
15 Denscombe (1985) is the recent and notable exception
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16	 This is a phrase used by Denscombe (1980) as the
title of a paper on the significance of noise
for teaching
17	 For example the student who eventually failed
the course, partly because, according to the
professional studies tutors, there were severe
control problems, had numerous lessons with 'no
discipline problems'
18	 Interview extracts
19	 From student lesson evaluations
20	 This has implications for the debates about the
process of typification 	 See, for example,
Hargreaves (1977), Hargreaves, Hestor and
Mellor (1975), Burgess (1983)
21	 Interview extract
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CHAPTER 6
LEARNING TO COPE NEGOTIATING INITIAL ENCOUNTERS
In recent years researchers have taken a particular
interest in initial encounters between teachers and pupils
in a wide range of school contexts 1	 Such research takes
as its focus the ways in which teachers and pupils seek to
'render the new and unknown orderly, predictable and
familiar' (Beynon, 1985, p 4)	 Most studies regard
initial encounters as 'problematic definitional situations
par excellence' (Ball, 1980)	 As Wailer (1932) pointed out,
when a teacher faces a new class 'he faces an undefined
situation and it is his job to impose his definition
quickly'	 It is for this reason that researchers have found
it profitable to study initial encounters, this is the
time when the taken-for-granted rules and procedures of
schooling are most visible
Ball (1980) has argued that initial encounters are
pessimistic social situations for teachers, necessitating
deliberate, self-conscious performance in the establishment
of a sense of community	 Teachers recognise that initial
encounters are of vital significance in delineating the
boundaries of legitimate behaviour	 This cannot be assumed,
the teacher has to engage in an active process of defining
the situation	 A number of studies in infant, middle and
secondary schools have focused on how teachers are concerned
with 'grooving' (Smith and Geoffrey, 1968) pupils into
roles and activity structures by a process of rule inculcation
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Initial encounters are seen as periods of intense and
reflexive interaction leading to the negotiation of a
working consensus between teacher and pupils
Given both teachers' and researchers' recognition of
the importance of initial encounters in structuring class-
room life, it is perhaps surprising that few studies have
focused on the initial encounters of student as opposed to
established teachers
	 From the teacher perspective these
are emphatically 'definitional situations par excellence'
because the student teacher has no past experience of
establishing relationships with pupils on which to draw
they are truly initial encounters
One of the reasons for this comparative neglect is
the ethical problems involved in studying initial encounters.
Reluctance to be obseved at this time by established
teachers has been noted by Hargreaves et al (1975), Ball
(1980), Beynon (1985) and Wragg (1984)
	 These encounters
are 'high risk' occasions for all teachers, not Just
student teachers, as they set about establishing their
identity and authority with large numbers of potentially
troublesome pupils	 Nonetheless, established teachers have
a number of resources to draw upon which the student teacher
does not possess These include experience, familiarity
with context, a personal and institutional repertoire of
strategies which have been proven in the past and, usually,
an established substantive teacher identity 	 Although these
resources are not inevitably available to established
teachers - the probationary teacher and the Scale 3 teacher
will be drawing upon qualitatively and quantitatively
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different resources in these terms - they are not normally
available to student teachers 	 For this reason alone
initial encounters must be regarded as particularly vital
occasions in student teachers' careers
Most analyses of initial encounters characterise them
as involving negotiative processes where teacher and pupil
definitions of the situation are accepted, modified,
rejected and adapted 	 This characterisation carries with
it the assumption of working towards a shared understanding
of classroom order and the stabilisation of a working con-
sensus	 This framework is somewhat misleading in develop-
ing an understanding of the initial encounters of student
teachers on school experience 	 There are two reasons for
this	 First it fails to locate the classroom interaction
within a wider structural context of relationships and
normative influences	 In viewing the process of establish-
ment as one of negotiation between teacher and pupil, the
important structuring influence of historical and normative
influences is ignored	 This is particularly important when
we consider that student teachers on school experience
essentially 'take over' for a short period the teaching of
classes which have been, and will be again, the responsi-
bility of an established member of the school staff
Second, given the context of teaching encounters on school
experience, the achievement of a stable working consensus
via a process of establishment is not something ordinarily
achieved by student teachers	 For many of the students
I studied, the process of establishment was never completed
The struggle to 'keep 'em quiet' arid maintain classroom
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order was the persistent reality of classroom life, against
which teaching had to take place In this context teaching
came to be regarded as something of a 'battle', persistently
based on conflict rather than consensus 	 It is for these
reasons that the initial encounters of student teachers
deserve specific attention	 This chapter goes some way
towards providing an analysis of the nature of the process
of establishment for student teachers and its consequences
for their perceptions of teaching
A 'false situation'9
For some student teachers, imposing their definition of
the situation, against alternative pupil definitions, was
not problematic	 For all student teachers, school
experience is fundamentally about taking over temporarily
the class(es) or lesson(s) of an established teacher,
usually part way into a school term and under the explicit
supervision of that teacher The teacher-pupil relationship
developed by the teacher and the working consensus (or lack
of it) achieved must be regarded as shaping the initial
encounters of student teachers 	 This provides a cultural
and normative context which structures the student teacher's
initial encounters with the class 	 In some circumstances,
this structuring of the classroom context may be so strong
that the student teacher struggles, not against the
definitions and interests of the pupils but against those of
the class teacher	 This seemed to be the situation for Derek
on his first school experience
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Gerald Lewis, Derek's professional studies tutor and
I visited him in school on the third Friday of the school
experience	 The school, situated in the middle of a new
large private housing estate of executive semi and detached
houses was described by Gerald Lewis as 'a very good school'
Its catchment area was mostly the affluent middle class
housing estate, and it was a spacious, bright and well-
equipped school	 Friday morning, first lesson, Derek was
to take gymnastics with a mixed class of thirty-four middle
school second years in the large school hail which doubled
as a gymnasium	 Gerald Lewis, the class teacher and I sat
at the back of the hail to observe the lesson	 The class
teacher explained to Gerald Lewis and myself that Derek
intended to work with the small apparatus 	 The previous
week he had used the large apparatus but the lesson had
not gone well because the children had 'played' rather than
worked	 As a result, the intention now was 'to go back a
step by getting them to work with benches and mats'
Once all the children were out of the changing rooms
and sitting quietly on the floor, Derek outlined the
activities for the lesson and started them off on the first
activity of running around the gymn, jumping in the air and
making shapes in flight	 Derek twice stopped the class
while doing this and said that although he saw some good
shapes developing, he could hear the slap of flat feet The
class teacher said Derek seemed exceptionally nervous and
indeed his voice did sound rather strained 2 	 After
approximately five minutes of running and jumping Derek told
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the class to 'stop and rest' He then asked them to divide
into groups of five	 The children quickly formed groups
with those nearest them and Derek instructed them to 'sit
quietly on the floor'	 Each group in turn was then asked
to get out a bench and two mats	 This process of getting out
the apparatus was very ordered and took some considerable
time	 Derek twice told groups who were awaiting their turn
or who had finished setting out benches and mats to 'sit
beside the apparatus, not on the mats and wait quietly while
everyone else finishes' 	 The children did 'wait quietly',
a few whispered now and again but most sat waiting expectantly
Once all the apparatus was set out, Derek explained to the
class that he wanted them to think of different ways of using
it in flight - running, jumping, leaping,somersaulting, and
so on	 Each pupil was to take it in turns to use the
apparatus as imaginatively as possible in this way	 The
pupils entered into this activity willingly and with varying
degrees of skill	 Some were talented gymnasts while others
simply ran along or jumped on and off the benches 	 Derek
moved around the gym observing the different groups and
occasionally speaking to one or two of the pupils 	 After a
few minutes he stopped the class, told them to sit quietly
near their apparatus and then asked one girl to demonstrate
her movements	 This was done several times in the lesson,
each time a different pupil being asked to demonstrate and
Derek offered praise while the rest of the class watched
Towards the end of the lesson Derek asked each group to
demonstrate their movements in turn 	 Ending the activities
Derek praised the class for their good work and asked them
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to put away the apparatus 'quietly and sensibly'	 Each
group proceeded to do this in turn 	 Detailed instructions
from Derek were unnecessary since it was evident from the
ordered way this process took place that the pupils knew
the routines and procedures for putting away apparatus
Gerald Lewis and the class teacher both agreed that
the lesson had gone well 	 in their terms the children had
behaved and worked hard 	 Gerald Lewis said this was partly
because they enjoyed P E , and were motivated and 'well
trained'	 'you have to ask yourself whether they would do
this with anyone in there, and then ask what extra the
teacher does - you rather suspect they would do the same
with anyone, and yet that extra the teacher provides is
indefinable, but it has to be there' 	 The lesson had been
successful, but how far was this due to Derek as teacher7
Although it ]5 possible the class were particularly
quiet and well-behaved because of the presence of three
observers, they did seem, as Gerald Lewis said, 'well
trained'	 The class teacher indicated this was in fact
what she had set out to do
	
There had, at first, been a
minor misunderstanding between Derek and the class, because
when she told the class to 'stop' she meant them to stand
exactly as they were, and she used the word 'rest' when
they could relax	 There had initially been confusion
because Derek had not used these words in the same way
The regimented way in which the apparatus was set out and
put away indicated that the class had been taught, almost
drilled, to respond to precise instructions 	 The class was
quiet, because of their eftective socialisation by the class
teacher	 The process of establishment was, as a result,
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relatively unproblematic for Derek - he was entering a
classroom context where the rules were already stabilised
It was unnecessary to negotiate the establishment of his
own rules and procedures, because the class teacher ensured
that her very strong rule frames continued to structure
the lessons
This was not however entirely to Derek's advantage as
was evident from his tutor's and his own definition of the
situation	 For Gerald Lewis, Derek was still expected,
despite working within a strong predefined rule frame, to
engage in an assertive process of establishment 	 This was
not a question of establishing the appearance of control,
Derek had that without working for it, it was more a matter
of imposing his own definition of the situation over and
above that of the class teacher 	 Equally, Derek himself
implied that the situation he found in the school with its
well socialised pupils and strong rule frames was not
typical of the real world of teaching 	 He told me that
the school and the pupils were 'so nice, it's a bit of a
false situation really' and he expected considerably more
problems on the next school experience in a secondary school
This analysis of Derek's lesson suggests that attempts
to conceptualise initial encounters in terms of a process
of establishment in which teachers and pupils mutually
negotiate to secure their definition of the situation are
inadequate for understanding the initial encounters of
student teachers	 The significance of external constraints
on the situation and the source 0± meanings and intepret-
ations which constitute the 'definition of the situation'
240
need to be fully explored	 In particular, such
conceptualisations fail to take into account the specific
constraints of the classroom context for student teachers
Derek's lesson illustrates this well 	 To a large extent,
the classroom context had been predefined by the class
teacher and, even when she was not physically present
at lessons, there was the distinct probability that she
rather than Derek was providing the framework for class-
room order	 This is not to portray Derek as a passive
participator in the situation or to say the process of
establishmetn did not take place, but it is to draw
attention to the significance of external constraints and
normative influences in structuring the classroom encounters
of student teachers 	 When Derek said he thought 'it was
a bit of a false situation', this is essentially what he
meant	 the situation was predefined, he did not have to
impose his definition of the situation in order to secure
control, he merely slotted into the framework provided
However, not all student teachers were able to step into
classrooms with such strong pre-established rule frames
The disciplinary illusion
Research on the initial encounters of established
teachers regards them as consisting of two distinct and
crucial phases	 A first phase in which pupils are quiet,
unsure and passive - 'easy' from the teacher's point of
view in relation to control	 Hargreaves et al (1975)
term this a period of 'disciplinary illusion'	 This is
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followed y a phase of 'sussing' where pupils test out the
teacher and engage in a negotiative process to secure
interests	 Inevitably, this second phase is accompanied
by a significant rise in the amount of pupil-initiated
noise	 Beynon (1985) has warned against regarding such
phases as discrete and sequential 	 He points out that the
phases are 'scrambled and taken up at varying speeds by
individuals and groups in different classrooms' (p 37)
Nonetheless, for a number of student teachers the very first
encounters with classroom life were often seen inretrospect
as inherently misleading
Rachel, describing her first day in a middle school was
made very much aware of the disciplinary illusion
Can you remember back to the first lesson,
what was that 1ike'
Rachel It was super, I couldn't believe it 	 I felt
very,very nervous and apprehensive, but when
I actually went in, they were so quiet
	
I
think this is	 the danger in this is, I
went into my first lesson and they were so
well-behaved, and they were so quiet and so
attentive that I thought all my lessons were
going to be like that	 But it's because you're
a stranger you see, somebody new and they don't
know what you're going to be like, and
obviously - I wouldn't say always but quite
often, they're going to be on their best
behaviour to begin with because they want to
make a good impression on you - but I made the
mistake of thinking, coming out of the lesson,
that maybe all my lessons would be like that,
and they weren't at all - and after that first
lesson they were never the same again'
MS
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MS
Rachel
MS.
Rachel
So you came out of that first lesson feeling
really confident9
Oh yes	 Yes Thinking this is the job for me
How did that change over the four weeks then9
It changed drastically 	 I mean from the
first lesson, I had these children for English
and humanities	 In the second lesson they
were much more lively and this was a shock
to me, because having had them for the first
lesson when they were so quiet, attentive and
so well-behaved, and I expected them to be
the same again and they weren't	 And they
gradually got worse over the four week period
I mean I wouldn't say that they were parti-
cularly disruptive because they weren't
	
I
suppose they were reacting just as they would
normally, it was just that very first lesson
and it did change, but I suppose they just
became their normal selves
For Rachel, the unproblematic initial teaching encounter was
a positive boost for her teacher identity and set up
expectations about future teaching encounters 	 This was,
however, essentially temporary 	 The well behaved, quiet
attentiveness	 of the pupils in the first lesson dis-
appeared never to return	 The reality of noisy, lively,
cheeky and boisterous pupils asserted itself from the
second lesson	 It was this reality as a centrally normal
feature of classroom life which Rachel recognised she had
to learn to cope with
Julia, who maintained she experienced no control
problems on her first school experience, nevertheless was
conscious from the first lesson that controlling pupil-
initiated noise was a necessity of classroom life 	 Like
Rachel, her first encounter with a class was misleading
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MS	 Can you tell me about your first lesson,
what was that like9
Julia It was a Maths lesson	 Actually it was
it was a bit of a false situation because
as I said, they were set and I only had
11 pupils umm they were the bottom
group and so I knew I could cope with them,
so I didn't have any worries about whether
I'd have enough material because they worked
from cards	 They worked at their own pace
and all I had to do if they had a problem
they bring it up to me and I'd put it right,
if they finished a card, they'd bring it up
to me and I'd mark it 	 So that's all I had
to do - and keep them quiet
MS	 So that lesson passed OK9
Julia The teacher walked out, she let me do the
register and then left me with the class and
I really appreciated it, cause I could start
off say 'right sit down and shut up' - you
know 'this is me' or something 	 They
didn't know how to react to me either so they
were quiet as well	 it was only in the
second and third weeks they started to get a
bit boisterous
Julia regarded this first lesson as relatively undemanding
organisationally and intellectually 	 She saw her task as
one of monitoring and correcting individual pupils' work
and ensuring classroom order, that is, controlling illegiti-
mate pupil noise	 She felt able to establish herself firmly
once the class teacher had left the classroom	 Maintaining
order was 'easy', but as Julia pointed out - it was
essentially 'a false situation' because later classroom
encounters with this group were more problematic in terms of
pupil-initiated noise and control
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'Reality' with a particular class of pupils did not
always wait until after the first encounter to assert itself
Sara found her first lesson of the school eperience, a
maths lesson, went 'smoothly', but then it was ' a nice group'
Later that same day she had a class of eleven year olds
for the first time and she discovered the essential feature
of the reality of classroom life
Sara	 The very first lesson was fine, funnily
enough	 it went fairly smoothly but they
were a nice group	 I think had they been
uhh that day I had an English lesson as
well, last lesson and it was awful, it was
absolutely	 I Just couldn't keep them quiet
For Sarah, the groups she took at the start and at the end
of the first day provided very different initial encounters
there was no disciplinary illusion with the second group 	 In
contrast to Julia, who took advantage of the insecurity
engendered in the pupils by a new teacher, Sara was immdi-
ately forced to defend her authority against the apparently
subversive interests of the class 	 She was abruptly preci-
pitated into the struggle to accomplish classroom order
Initial encounters are pre-eminently interactive
occasions and different classes of pupils as well as individual
pupils are more or less ready to play safe or to begin
'experimenting' in order to 'suss out' the ne teacher (Woods,
1981)	 The first encounter with a class could be extremely
important in setting the context for future class encounters
and in laying out initial typifications, expectations and
possible strategies for coping but, equally it could be
misleading	 The necessity of having to engage in an active
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and negotiative process of establishment in order to
accomplish classroom control came for some after the
disciplinary illusion
The teaching 'battle'
The process of establishment is a distinct phase in
classroom interaction lasting several weeks until the
teacher has successfully defined the situation and by impli-
cation is in control (Ball, 1980)
	
For the teacher, early
encounters are precarious because the rules and procedures
governing interaction are not established, leading to initial
encounters being particularly concerned with rule_inculcation
Teacher competence depends upon the establishment and main-
tainence of implicit rules concerning talk, time, movement,
pupil-teacher and pupil-pupil relatonships (HargreaVes ..
al , 1975)	 Through interaction, events and i ncidents during
the period of establishment, 'a negotiated system of
behavioural understandings for the various types of situ-
ations which routinely occur in the classroom' emerges
(Pollard, 1985a, p 160)	 The result is a s i tuation of stable
classroom relationships and the 'normal and natural' estab-
lishment of a working consensus 	 Classroom competence
depends to a considerable extent on the teacher successfully
negotiating the process of establishment, although of course
some teachers never make it
In understanding the problems faced by student teachers
on school experience, it is vital to realise that, being in
schools for only four or six weeks at a time, many never
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really get through this initial phase of classroom inter-
action	 Moreover, limited contact time with particular
classes - perhaps just one or two lessons a week - makes the
possibility of negotiating a working consensus relatively
remote	 Lacking experience and expertise in strategies of
establishment is also likely to make this period more
problematic for student teachers
	 This means student
teachers on school experience are essentially struggling,
under pressures of time and external assessment and without
tactical or technical resources, with the process of estab-
lishment	 The feasibility of negotiating a stable, working
consensus is, given this context, questionable
	
Student
teachers are much more likely to be locked into the second
phase of the process of establishment where the teacher
endeavours to impose his/her definition of the situation and
secure his/her interests while pupils continue to test and 'suss
out' the	 new teacher	 In these terms, 'coping' for
student teachers on school experience is primarily a matter
of negotiating the process of establishment, of beginning
to learn effective techniques of establishment by experi-
mentation, modification, adaptation and rejection	 'Coping'
also involves however, a coming to terms with one's failure
to fully and securely establish a working consensus It is
within this framework that we must locate student teachers'
own perspectives on teaching
After a few days in school two facts of classroom life
stood out the pervasiveness of pupil-initiated noise and
the necessity of controlling it Since classroom order was
fundamental to teacher competence, pupil-initiated noise
could not be ignored	 It was a fact of classroom life, but
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not an acceptable one	 The very persistence of pupil-
initiated noise necessitated routine attempts at control,
attempts only partially successful at best, which as a
consequence gave rise to frustrations expressed in the phrase
repeated in numerous lesson evaluations and interviews 'I
just couldn't keep them quiet' 	 Such fundamental aspects of
classroom life, once experienced, had a significant impact
on the student teachers' teacher perspective 	 In short,
teaching began to be perceived as something of a 'battle'
In order to examine both the pervasiveness of pupil-
initiated noise, student teachers' routine but relatively
unsuccessful attempts to control it, and the effect this had
on student teachers' teacher perspectives, we will focus on
two sets of extracts from lesson ealuations 	 These extracts
chart the process of establishment as experienced by two
student teachers - Mike and Fay - with two classes on their
second school experience
	 In each case the lesson evalu-
ations have been edited to exclude detailed reference to
subject content and resource organisation 	 What is immedi-
ately striking about the extracts is the extent to which
the lessons are assessed in terms of control and noise
The first set of extracts follow Mike's lessons with 4X,
a group of twent-seven fourth form pupils he took three
times a week for maths
Lesson 1
The overall impression of the lesson was of a lesson
with little flow	 The children were not particularly
well-behaved due to an inadequate explanation of the
concept of translation (
	 )	 The more able children
got on regardless of my explanation, the less able
took the excuse of being confused to stop work and
cause minor disruptions
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Lesson 2
This lesson went very badly and little work was
achieved	 The more able managed to struggle on
with their work despite the disruption, the less
able generally disrupted by walking about and
chatting, laughing and generally not working (
	
)
There was very little control of the class even
tho' I said that they could only talk when I wasn't
- it would have been better to have maintained the
silence that prevailed yesterday (
	
) (I must)
stop the walking about and idle chatter - this was
very common today as I had to spend so much time
re-explaining things I was supposed to have
explained on the board
Lesson 3
This lesson was very productive with most pupils
grasping the basic concept of reflection (
	
) the
end of the lesson passed without chaos - a minor
achievement	 Management and control was greatly
aided by the amount of work set at the beginning
so everybody had something to do
	
Level of pupil
participation high
Lesson 4
The class had to be repeatedly told that the noise
was too high and perhaps a lack of understanding
could be the cause of this (
	
) A more under-
standing attitude may help the relationship with
this group and I must be certain not to antagonise
individuals
Lesson 5
This lesson was not an enjoyable one as I again
seemed to lose composure and so control of the
class (
	
) Class management and control - very
poor	 I must be able to control my temper if I am
to control the disruptive element of my group
Shouting and telling everybody to shut up is
absolutely pointless as it does not isolate the
individuals concerned and also punishes those people
who were chattering about their work 	 Note the way
the group quietens after isolating individuals for
chattering - THIS IS THE BEST APPROACH
At this point Mike seemed to have been quite concerned about
his relationship with the class and when his tutor visited
him next, he asked for advice
	 The following is the relevant
extract from the tutor's lesson criticism
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I note your difficulties with 4X and from what you
say it appears you got off to a poor start with
them	 I think you plan to isolate the trouble-
makers for attention rather than condemn the whole
class	 That sounds a good idea - remember - identify,
name what they should be doing, how long they have
to do it in - emphasise what should be happening
more than what should not be
Mike's next lesson (6) with 4X seemed to be much better
	
He
said in his lesson evaluation that the 'class management
control method' seemed to have been successful, he had
adopted a strategy of quietening the class by waiting and
naming individuals
	
This seemed successful in establishing
a degree of order
	
Ho'ever, after half-term and a week of
school examinations, the problems of control re-emerged in
the fourth week of the school experience
Lesson 7
This lesson began badly as far as the children were
concerned as I waited for quiet for 5 minutes and
so added the time on at the end of the lesson
Organisation was good with pre-prepared board
helping class management as I did not have my back
to the class (
	
) Naming specific pupils kept
the noise down but unless I was at the front the
noise tended to increase 	 I must clamp down on
eating within the class and not accept 'I have just
swallowed it'	 Taking the bin may resolve this
Lesson 8
It somehow seems this lesson is doomed to fail
every time I take it There must be something about
Wednesday' I had a great many problems with control!
discipline - caused by inattention, not enough work,
idle chatter of an extreme nature 	 John P returned
and I wanted him to copy down ihat I put on the board
and then see me to explain the work	 This as
designed to give him something to do whilst I taught
the rest of the group, then I could deal with him
This proved unsuccessful as John, despite variouS
warnings did not manage to copy what I had put on
the board in an hour	 He talked constantly as did
a few others whilst I was explaining and I waited for
silence 3 times - this worked - threatened keeping
them at the end, then carried Out this threat when I
had to stop for the 4th time (
	
) I shall try an
individual approach tomorrow, trying to segregate
and deal with problems - call pupils out to the front
I shall try a lesson without class teaching to stop the
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chat at the beginning
	
I am distressed with the
way this group is relating to the work and myself
and I feel this is a bad reflection on my teaching
Lesson 9
The class were a lot quieter today and appeared to
work quite well, I managed to see the majority of
the class and individual tuition worked better than
the class teaching as I was able to observe the
class and keep them quiet
Lesson 10
This lesson proceeded very well - there was a little
noise but I feel this group benefit from this and
object strongly to working in silence (
	
) Class
management - no problems and no class lesson is
necessary on Wednesday which will aid control
Lesson 11
This lesson - normally my worst of the week - passed
off without incident 	 Agreed there was a very slow
start with moaning about comments but I dismissed
these with a diagram to copy on the board 	 I feel
that with this lesson, if the class does not riot
and actually do some work in their books - this must
be a successful lesson
Mike evidently experienced the process of establishment with
4X as problematic	 The problem centred on his ability to
control the disruptive behaviour of a few pupils and to keep
the general level of pupil-initiated noise down. This he
regarded as a precondition to the production of pupil work
At first, Mike attempted to impose a general rule of silence
while pupils were required to work individually on maths
problems	 This proved impossible to achieve and Mike looked
first to his own competence in managing the learning activities
for a solution	 He 'blamed' the lack of control on his
'inadequate' explanation which he perceived as confusing the
less able and giving them an excuse to engage in noisy and
disruptive behaviour	 By the second week Mike realised
his relationship with the whole class was very strained and
attempts to impose his definition of quiet by a strategy of
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authoritarian rule-inculcation were not proving successful
At this point the process of establishment became a battle
of interests and definitions	 After seeking advice from
his tutor, Mike experimented with a different strategy which
was apparently successful in 'keeping the noise down' 	 But
the strategy of naming and sometimes isolating troublesome
individuals was, however, only successful in certain lesson
phases and contexts	 Whole class teaching, especially where
Mike used the blackboard, and required the attention of all,
still proved problematic in maintaining attention and
preventing and controlling distractions in the form of
pupil-initiated noise	 Towards the end of his time with the
class, Mike found it necessary to compromise and in part to
accept their definition of the permissible level and amount
of pupil-initiated noise	 Thus he avoided class teaching
altogether, and modified his expectations of the class in
terms of behaviour, noise and work	 Mike at this point
'coped' with the process of establishment and achieved a
temporary, though fragile, working consensus
	 This meant
his coming to terms with the persistence of pupil-initiated
noise, accommodating his failure to succeed in imposing his
definition of the situation and reaching a compromise with
the class
The second set of extracts from lesson evaluations
illustrate well the near-impossibility of achieving a shared
understanding of classroom life via a negotiation of the
process of establishment, given the constraints and limit-
ations of class contact on school experience	 These lesson
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evaluations chart Fay's encounters with a second-year group
of twenty-six whom she took for drama in one double period
a week	 The second school experience was five weeks in
length, but since Fay was ill on one occasion, in fact she
only taught this class four times
	 This inevitably inten-
sified the establishment process
Lesson 1
I encountered some resentment embodied in some
pupils in terms of non-co-operative/disruptive
behaviour	 Their behaviour was explained after-
wards as stemming from the fact that they were
due to do a tragedy with their drama teacher and
the lead roles wanted their glory (
	
) One
girl, Jane, tends to be rather cheeky but will
be alright if separated from the boys she prefers
to spend her time with	 Tney are a boisterous
group, but if their energies can be channelled
in a common direction they could produce some good
work
Lesson 2
This lesson was not the success I hoped for, but
I was throwing myself in at the deep end and
didn't drown as a result, even though I felt I
was dicing with death	 The group are rowdy and
one of the worst-disciplined I have	 There is a
group of about half-a-dozen who are committed
They have difficulty listening to me because the
others chatter incessantly, and I found the constant
stopping and starting a real headache However,
given that I knew this class were not prepared for
this kind of drama, I did manage to keep them in line
- Just
Lesson 3
Noise levels were too high - they were very excitable
Main criticism of them - there are a handful who
try to be funny among the others and constantly butt
in on the lesson by calling out, no matter how many
times they are told not to - I felt I was losing my
sense of humour by the end of the hour
Lesson 4
My main problem (as always with this group) was
getting them to be quiet and listen to each others'
ideas	 I insisted and insisted on this point and
kept calling them to the middle and a circle to
discuss - by the end of the lesson I felt we were
getting somewhere 6
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Like 4X, this was a class which was problematic for
the student teacher because it presented a control problem
as defined by the level, amount and content of pupil-
initiated noise	 For Fay, this constituted a fundamental
educational and social problem 	 The boisterous behaviour
and chatter from a large proportion of the class was a
continual source of disruption to the flow and educational
purpose of the lesson	 Achieving the educational objectives
of a lesson which itself demanded a certain volume of pupil
initiated noise was founded upon a clash of interests
between teacher and pupils	 At the same time the persistence
of the pupil-initiated noise explicitly defined as illegiti-
mate by Fay represented a direct challenge to her attempts
to engage in a process of rule inculcation, and thus
indicated a threat to the appearance of order to those inside
the classroom	 Teaching the class was experienced as a
battle of tactical manoeuvres (separating Jane from the
boys), of containment (keeping the class 'in line'), and
of domination	 Fay did not see herself resorting to com-
promise in the process of establishment 	 Throughout the four
weeks she contrived to assert her expectations for pupil
behaviour in terms of rule inculcation, and only at the very
end did she see a glimmer of light 	 The question arises
as to how far Fay would have negotiated the process of
establishment towards a working consensus given a few more
weeks with the class	 This is impossible to answer but is
essentially what the problem of survival on school experience
is all about	 the establishment of order as a fragile pre-
condition to teaching and learning in an extremely constrained
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social context	 Given the constraints and contexts of the
school experience classroom, it is hardly surprising that
many student teachers end up with an explicit conceptualis-
ation of teaching as a 'battle'
Conclusion
This chapter has argued that if learning to cope with
illegitimate pupil-initiated noise is the major fact of life
of classroom reality, then 'survival' on school experience
is a matter of negotiating initial encounters and the
process of establishment
Studies of rule inculcation during initial encounters
have viewed established teachers as engaging in an induction
process whereby pupils are grooved into formal and informal
rule structures through the laying down of classroom laws
A number of studies have shown that teachers adopt a range
of strategies to establish teacher authority at the start of
the school year (Smith and Geoffrey, 1968, Hargreaves et
al , 1975, Edwards and Furlong, 1978, Beynon, 1985)	 Key
features of the induction strategies used by teachers
studied by Beynon for example were 	 tight organisation of
content and action frames, the imposition of key rituals and
routines, the call for attitudes of loyalty and deference,
the emergence of personal and institutional punishment and
reward structures, and the 'selling' of the school and the
subject in terms of the myth of 'glittering prizes' for those
investing in educational success	 The central concern of all
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such strategies was the introduction, establishment and
rigorous maintenance of strong rule frames
The use of induction strategies of the kind described
above was not a clear characteristic of the initial encounters
of student teachers with pupils	 Unless the student teacher
entered a classroom where the class teacher had successfully
established a strong rule frame, had effectively ocialised
the pupils in terms of such institutional and/or personal
rituals and routines, and was able through the co-operation
and support of the class teacher to maintain the salience of
the rule frames (as in Derek'scase), the student teacher
entered into a classroom battle of a greater or lesser degree
In this way we have drawn attention to the importance of
recognising structuring influences on the process of estab-
lishment for student teachers on school experience, as well
as the constraints which frequently rendered this process
extremely problematic	 Given the time available on school
experience, the possibility of the student teacher estab-
lishing their own stable working consensus was severely
limited	 The socialisation of student teachers into the
reality of classroom coping was more often than not a series
of combatitive initial encounters
The evidence of both this and the next chapter suggests
student teachers did not consciously and deliberately attempt
to fit pupils into strongly-established rule frames via
sophisticated induction strategies	 Lacking access to
induction strategies of an institutional nature and lacking
experience in the development of an effective range of personal
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induction strategies, student teachers resorted to relatively
crude and 'ad hoc' domination strategies	 In meeting the
'sussing' strategies of pupils with such domination strategies,
student teachers entered into a conflict of interests which
rendered teaching a battle 	 This battle was however7 many-
sided, it was a battle to establish relative quiet, to contain
pupil-initiated noise as a pre-condition to successful
teaching and learning, and to maintain classroom order	 It
was also a struggle to establish a framework of differential
status and expectations, whilst at the same time strengthening
personal standing in the classroom 	 In short, the teaching
'battle' had consequences for the student teacher's identity
and commitment	 It is these aspects of learning to cope that
are the subject of the next chapter
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Notes
1	 See, for example, Ball (1980), Beynon (1985), Measor
and Woods (1984), Hargreaves et a]. (1975)
2	 This was not surprising, given the audience of three
3	 Interview extract
4	 Ibid
5	 Ibid
6	 The lesson evaluations in Fay's school experience file,
as for most students, did get shorter 	 in the final
weeks of school experience
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CHAPTER 7
LEARNING TO COPE IDEALISM VERSUS PRAGMATISM
The theoretical premises of this study lead to a con-
ceptualisation of the process of teacher socialisation as
one in which student teachers are actively engaged in con-
structing their own perspectives, strategies and identities
as potential teachers	 This takes place within social con-
texts which are both enabling and constraining 	 The process
of becoming a teacher is not without conflicts and contra-
dictions, successes and failures or idealism and pragmatism
I now intend to identify some of these elements in the
subjective career of the student teacher 	 In doing so, this
chapter brings together some of the themes which have been
considered so far, in order to raise questions about the
relationship between coping success and failure and the
development of a competent teacher identity
In Chapter 4 we concentrated on the student teachers'
first experiences of classroom life and suggested this was a
critical phase in the student teacher's career when attempts
to establish a social and personal teacher identity were 'at
risk'	 In particular, we focused on the way student teachers
struggled to establish and maintain a self-image as a teacher,
especially in crisis situations	 The maintenance of self-
image was of great significance to student teachers whose
claims to teacher status were as yet unsubstantiated
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In Chapters 5 and 6 we analysed the reality of classroom
life for student teachers in terms of 'learning to cope' 	 It
was argued that classroom control was the student teachers'
major perceived coping problem, and that this was defined in
terms of pupil-initiated noise 	 On school experience,
students were placed in the situation of having to negotiate
initial encounters without reference and access to the re-
sources and strategies normally available to established
teachers	 Faced with the persistent reality of illegitimate
pupil-initiated noise and the extreme difficulties of
successfully negotiating a working consensus, classroom
encounters were sometimes experienced as 'battles'
This chapter is concerned with the dynamic inter-
relationship between perspectives, strategies, self-image
and identity	 We will analyse aspects of student teachers'
developing teacher perspectives and how these relate to the
implementation of 'coping strategies'	 These are viewed as
fundamental to student teachers' concerns regarding the
establishment of a teacher identity	 In doing so, the
chapter takes up the question of maintaining a commitment to
an ideal self in the face of pressures for pragmatic accommo-
dation and adaptation	 how do student teachers maintain
commitment and sustain the development of a teacher identity
in the face of adverse and hostile circumstances 9	Before
considering my empirical data, a number of conceptual and
theoretical issues will be discussed
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Strategies, perspectives and self
The concept of coping strategy is central to the inter-
actionist perspective on classrooms 	 In considering the
influence of both structure and action, the concept of
strategy draws attention to problems and constraints that are
externally determined, but also recognises the act of
creativity on the part of the individual 	 Linked to the
notion of coping, the concept focuses attention on what it
is that has to be coped with	 This is a complex issue
involving different levels of analysis which are difficult to
separate out in analytical, let alone empirical terms 	 Some
writers (Woods, 1979, Hargreaves, 1978, 1979) have stressed
structural or situational constraints, while others (Woods,
1981, Pollard, 1982) have discussed coping at the individual
and psychological level (see Chapter 1) 	 Theoretical
analysis has yet to integrate successfully this work Pollard
(1982) has probably gone furthest in an attemnt to construct
a model of classroom coping strategies, arguing that any
model needs to take into account not only constraints but
also what 'coping' means, how it is defined by pupils and
teachers, the criteria used to judge degrees of coping, and
the situationally specific context, perspective, goals and
intentions of the actors	 As Pollard (1985a) makes clear,
'coping' is more than a response to constraint and pressure,
it is essentially subjective,	 'individuals can judge if
they are or are not "coping" only by reference to criteria
which are part of their own perspective regarding their
situation' (p 152)	 Taking up the analysis presented by
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Woods (1979) of teacher 'survival', Pollard argues that
classroom coping is subjectively defined by reference to the
defence of self
It is not the intention of this study to present a
comprehensive analysis of coping and the student teacher,
but any understanding of teacher (and, by implication,
student teacher) coping must consider not only what is to
be coped with (see Chapters 4, 5 and 6), but also the
relationship between coping and teacher perspective and
coping and self	 The question of coping (and the related
question of survival) has a number of dimensions relating
to both objective and subjective aspects of the social world
of school experience and of teacher education	 Sociologists
are now well aware of the dangers of oversimplifying and
decontextualising analyses of teacher perspective and self,
but we will draw on interactionists' work to provide a
framework to examine some aspects of the process of learning
to cope as a student teacher
Following Keddie (1971), we can distinguish between
'educationist' and 'teacher' contexts in order to draw
attention to the contrast between views expressed in re-
lation to ideals and theory and those influenced by the
practicalities of teaching which often seemingly contradict
the former	 This distinction reminds us of the context-
bound nature of perspectives	 Hammersley (1977) has made
a related point by distinguishing between paradigmatically
and pragmatically motivated elements of teacher perspective
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By paradigm I mean views about how teaching
ought to be, how it would be in ideal circum-
stances	 The pragmatic component of teacher
perspectives is concerned with what is or is
not possible in given circumstances and with
strategies and techniques for achieving goals
(Hammersley, 1977, p 38)
Together with the distinction made by Keddie, we are able to
conceive teacher perspectives as loose frameworks made up
of connected and unconnected, coherent and contradictory
assumptions and beliefs about both how teaching should be
in ideal circumstances and what is possible within the
practical reality of schooling	 paradigmatic and pragmatic
elements of teacher perspective 	 In 'educationist' contexts,
it is likely that paradigmatically motivated elements will
be given precedence of expression while in 'teacher'
contexts, pragmatically motivated elements will be given
voice	 Such distinctions provide a conceptual framework
for analysis, and do not set out to present a descriptive
representation of social reality
	 The same is true of
analysies of the concept of self
Like teacher perspective, the concept of self is not
uni—dimensional	 Sociologists have distinguished between the
substantive and situated self (Ball, 1972), the personal and
social selves, and the 'ideal' and 'real' self	 The re-
lationship between these is recognised as complex Personal
identity is the image one has of oneself and will have
'situated' (dependent on time, place and situation) and
'substantive' (stable and enduring), 'ideal' (what one would
like to be) and 'real' (what one can be and is) aspects
Social identity is the image others have of oneself and will
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again have different aspects
	
We must also remember that
the relationship between the personal and social selves
is mutually interactive	 In this study we are concerned
with the student teacher's developing teacher self in both
personal and social terms	 Student teachers are concerned
to establish a teacher identity in their own eyes and those
of others	 This teacher identity is, as we shall see,
related to both paradigmatic and pragmatic concerns
We begin this analysis of the subjectively defined
nature of student teachers' 'coping' by examining the
paradigmatic concerns of their emerging teacher perspective
Managing the teacher role
Interviewing student teachers after their first period
of school experience, I asked them how they would define a
'good' teacher and what they felt to be the difficulties
inherent in teaching at this stage of their experience Res-
ponses to these questions were revealing in a number of ways
First, control was central to the notion of the 'good'
teacher and order was considered a necessary pre-requisite
to 'teaching'	 Second, the student teacher's notions of
the 'good' teacher were striking in the extent to which they
explicitly and implicitly maintained control and order in-
volved establishing a 'good relationship' with pupils
	 This
involved the student teacher carefully managing the teacher
role	 However, it was evident that role management was
experienced as one of the main difficulties in becoming a
teacher	 As wil-1 be seen from the interview extracts below,
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there appears to be an underlying consensus that this
difficulty is founded upon problems associated with the
establishment of a particular self-image and social identity
as a teacher
The ability to control a class and to maintain
discipline were frequently cited as characteristics of the
'good' teacher	 Such control was regarded as an essential
pre-condition to effective teaching and learning
Mike	 Class management and control is 	 very
important in my view That's where you
start, and if you can't get that then
you can't really teach
Abbie	 I think, you know, discipline - not strict,
but you've got to be able to, you know, if
you tell a class to be quiet, they've got
to listen to you and not carry on and ignore
you completely
Julia Somebody who can control a class I think
is vitally important, because you've got
to be able to control them to get over
what you want them to learn
	
1
If a teacher was able to maintain order effectively, then
a number of related skills were regarded as important in
shaping the teaching strategies of 'good' teachers 	 These
centred on injecting lessons with interest
Julia	 You've got to be interesting I think as
well, and not drone on one level - provide
variety as well in the class
Sara	 making the lesson interesting, very
stimulating, it's all very well having the
facts there in front of you or trying to
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teach them something, but you've got to
make it really zappy as well, I think,
and sell it
If lesson content could not be made stimulating, then the
teacher must provide interest 	 For Mike, this was a matter
of entertainment
Mike	 my subject (maths) is classed as
being boring	 Kids say, 'I hate maths'
and whatever so if you can just make
it a little bit interesting, maybe the
questions that you are doing, not just
yourself	 I mean, the greatest compliment
that was paid to me was by one teacher
where at the end of an hour lesson with
2nd years who were probably my worst group
that I took this time, just came up and
said, 'Yeah, you're fun
	 you're fun in
the classroom', and that means so much
because you can get through to more kids
that way You see, I dash around the class-
room, bounce about Somebody puts up their
hand, I sort of waltz down, sort of
A number of students mentioned humour as an important teacher
characteristic
Julia	 13mm, a good sense of humour I suppose
would help because then you can laugh at
certain things which other teachers might
not appreciate, you know, and it establishes
a good relationship with the children
Sara based her ideas on a teacher she had admired when she
was at school
Sara	 although she wasn't	 she wasn't parti-
cularly strict, at the same time she held
the class, you know, everybody respected
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her and I think that's one of the most
important things having respect
	
And
at the same time she had a strong sense
of humour and allowed everybody to relax
- that's another thing that I think is
important
The importance of establishing a 'good' teacher-pupil
relationship was frequently referred to by the student
teachers, but it was evident this was something they
experienced difficulties in achieving 	 The nature of the
'good' or 'right' teacher-pupil relationship was focused on
the teacher's ability to create such a relationship through
the skilled use of strategies based on domination and
fraternisation	 This was a matter of appropriate,
restrained and balanced use of both
Abbie	 I think you've got to have a certain amount
of discipline with them umm I think
friendly, friendly to the children, not
shouting, biting the kids' heads off all
the time
Rose	 it's no good controlling a class if
you terrify them It's hard
	 you've got
to strike a happy medium
In talking about the characteristics of the 'good'
teacher and the difficulties of teaching, the concept of
balance and finding a 'happy medium' or 'middle way' in
negotiating teacher-pupil relatonships kept recurring
The student teachers were aware of the consequences of
getting teacher-pupil relationships 'wrong', and very
conscious of the problems involved in managing those
relationships
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Mike	 finding the right relationship with the
kids, so you can get on with enough work,
but so that they don't take advantage of
you and it's	 I mean, you don't want
to go in too hard, you don't want to go
in too easy because both ways they'll either
reject you or take advantage of you and
it's	 I think it's impossible for a
student to go in and it just click	 I
think it's trial and error, but if you
'error' too much, you're gonna lose them,
which'll make it a bad practice because
really without the kids' co-operation,
really teaching is much more difficult
MS	 So you felt you got the kids' co_operation'?
Mike	 Yes
MS	 How did you do that though9
Mike	 I don't know I don't know how it came about
You sort of	 I went in firm, because the
kids - it was a really poor area and I was
told to go in firm - and once they realised,
I suppose that they couldn't get away with
anything, and it was just like a normal
teacher going in there	 I had no discipline
troubles at all
	
Umm	 the other girl in
the school, she had a bit more difficulty
with the kids because I don't think she
laid the law down enogh, and yet I didn't
really want to lay into them all the time
- which is really bad, but you had to make
it clear you were in charge
The 'right' relationship with pupils was regarded as
a pre-requisite to effective teaching, but experienced as
elusive and difficult to establish immediately	 New
teachers have to 'lay the law down enough', but judging
268
what constitutes 'enough' is problematic 'Firmness' was
seen as appropriate to establish the teacher's right to
define the situation and ensure pupil co-operation
	 For
Mike such domination strategies, necessary as they were to
secure his personal and social teacher identity, had to
be tempered in use 	 Excessive use of domination strategies
- going in 'too hard' or 'laying into them all the time' -
would result in pupils' 'rejection', while insufficient
use of such strategies might result in pupils 'taking
advantage'
These concerns were made explicit by Sara and Rachel,
who felt they failed to establish the right kind of relation-
ship with pupils on the first school experience 	 Sara
thought success in the classroom involved presenting a
certain teacher identity, which meant gaining respect
rather than being strict, a compromise between formality
and friendliness	 Sara found it difficult to relax the
formal side of the teacher role	 She wanted to fraternise
with pupils, but was afraid that the class might take
advantage of her, consequently she maintained an authoritative,
impersonal front which she felt did not help towards estab-
lishing a 'good' teacher-pupil relationship
Sara I was criticised on not coming out of
myself enough, holding back too much,
being at the top end of the classroom
when I should have been talking and
walking around them at the same time -
being part of them, that I found a
problem Umm	 I don't know, I think that
I didn't find a happy medium I should
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have compromised more, I found that I
was very	 formal, I was very serious.
I didn't smile very much in the lessons,
but it was because I was afraid of them
taking advantage of me. But I think it
can work both ways, I think if you don't
ease off a bit then they treat you the same
way, they resent the fact that you're being
hard upon them.
Sara thought it necessary to 'act in front of them really',
but she did not find this easy.
	
Accepting the criticism
of her professional studies tutor she was clear about the
kind of teacher she was aiming to become in terms of an
'ideal' self. She was aware of the necessity of managing
the teacher role through a balanced use of strategies in
working towards the elusive 'good' teacher—pupil relationship.
Like Mike, she was afraid of being taken advantage of, but
also of being rejected or resented by the pupils.
Being a 'proper' teacher
The difficulty of using dominating and fraternising
strategies in a balanced way in order to establish teacher
identity was also felt by Rachel. However, where Sara felt
she erred too far away from fraternisation, Rachel found it
easy to be 'nice' to pupils. This meant her relationship
with the pupils was not a 'proper' one. 2	Rachel too, had
not yet established a firm identity as a teacher; both her
substantive and situated teacher selves were not stabilised
or balanced.
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MS	 What did you find most difficult about teaching7
Rachel Umm
	 I think establishing a relationship
with the children - this is in terms of
being in the school itself - building up
a relationship with the children because I
didn't know how far to go I didn't know
how to respond to them - whether to be very
strict with them, whether to be very nice
with them - and I just couldn't come to a
happy medium, I just couldn't I either had
to be very strict or very nice and it didn't
work So that towards the end of my T P I
knew all the children in my class pretty well
and they used to come and chat to me as if I
were one of them, and I don't know if that's
a good idea or a bad idea I mean, looking
back on it now, it's a bad idea It really
is, and I know that I shouldn't let it happen
again	 But, on the other hand, I think
there's disadvantages in being too strict,
because the children are frightened of
approaching you - you become unapproachable,
then they can't come and talk to you, even
to ask simple questions, so you've got to come
to this happy medium
	 Somewhere in between
You've got to find which is best for you,
and I still haven't found it yet 	 [laugh]
If I'm being very strict, then you've got to
come down from there to being very nice, and
then, once I've done that, I can't get back
to being very strict, so I suppose this
T P I've decided that after talking to the
teachers in the school, that I've decided
that I'm not going to be nice I know it
sounds awful, but in a sense it's got to be
'you and them', otherwise they start to take
advantage of you, and so I'll have to try and
be sort of, the children over there and me
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over here and let it stay that way, because
like on my last T P they were far too
friendly and far too familiar, you know,
saying things like, 'Ooh, where did you
get your blouse from 9 ' or 'where did you
get your earrings from' and things like
that, which was stupid, I mean, children
don't normally go up to teachers and say
things like that, do they 9 And so, I've
got to be very aware that it doesn't happen
again, because it's so easy to fall into
that trap, it really is
MS	 So you're going to start off being quite
firm and strict next time, are you7
Rachel Yes, well not
	
yea, firm	 I think as
distinct as possible to begin with - I think
it - it's just got to be like that, for me
anyway, possibly not for other people, and
I suppose I'll learn gradually how to cope
with things	 [laugh]
It's not that I want to be like that, it's
just that I can't cope with it any other way
I mean, I would like to be in the middle, so
that I could have a mixture of the two, but
as yet I can't be like that, and I suppose
I've got to learn to be like that, but
whether or not I'll be able to I don't know
Rachel juxtaposed 'niceness' and 'strictness', fraternis-
ation against domination and, like the other student
teachers, found difficulty in balancing one against the
other	 Too much domination and not enough fraternisation
and pupils might be 'frightened of approaching you', but
too much fraterisation and not enough domination could
result in pupils becoming 'too familiar'	 This was the
272
dilemma facing student teachers and the reason why they
regarded the 'middle way' as important	 It was this
management of the teacher role which Rachel, like the others,
felt she did not successfully accomplish 	 On the first
school experience, Rachel found herself unsure as to whether
to be 'strict' or 'nice'	 Moving between the two was also
difficult, and she erred towards fraternisation	 The
danger of over-using this strategy was realised as Rachel
felt her teacher identity underined by what she regarded
as the overfamiliarity of the pupils	 The pupils had
'taken advantage' and Rachel had failed to establish an
appropriate teacher identity	 As a result, despite reserv-
ations, Rachel intended on her next school experience to
redress the balance in her use of strategies by maintaining
distance through a use of dominating strategies
Implicit in Rachel's comments was a notion that the
relationship she developed with pupils was not quite
'proper'	 For example, Rachel defined pupils' questions
regarding her appearance as outside the bounds of 'proper'
teacher-pupil relatonships, but because the comments were
'friendly', she was unsure how to react to them
	 Rachel
then felt unable to redraw effectively the boundaries of the
teacher-pupil relationship, because of her uncertainty about
the nature of the pupils' behaviour
	 Whilst it was indi-
cative of a certain 'acceptance', she recognised that it
broke taken-for-granted rules regarding 'proper' pupil-
teacher relationships	 This situation had negative conse-
quences for Rachel's teacher identity
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Becky also had problems with pupils who challenged the
propriety of the teacher-pupil relationship
Becky	 I had difficulties mainly with the boys,
which was funny	 I don't know if it's
got anything to do with the fact that I
went to an all-girls school	 I don't know
what it was, but I seemed to have trouble
controlling the boys, well, not the boys
in the third year, but the boys in the
fourth year I did They tended to shout
things out and follow me around corridors
and so on and things like that - 'Miss,
Keith fancies you' - and silly things like
that
MS	 And you found this difficult to deal with2
Becky	 I did find it difficult to deal with, because
it wasn't as if they were misbehaving, they
weren't really, it wasn't misbehaviour I
couldn't exactly put them in detention for
saying things like that
Becky faced a dilemma not only in knowing how to cope with
the problem, but more fundamentally in how to define the
pupils' behaviour	 While she saw the boys' behaviour and
comments as presenting a control problem in that they broke
the rules of the proper teacher-pupil relationship, at the
same time she questioned whether their actions were 'really
misbehaviour' and whether implementing available control
mechanisms would be appropriate
In defining the pupils' actions as 'not really mis-
behaviour', like Rachel, Becky seemed to perceive their
action as ambiguous	 This may have been so for a number of
reasons	 First, the encounters took place in the school
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corridors and were thus outside the accepted rules of the
hidden pedagogy of the classroom	 The action was ambiguous
because the rules governing classroom behaviour, parti-
cularly those regarding the legitimacy or otherwise of
pupil-initiated 'noise' did not apply
	
This made the use
of control strategies problematic 	 Secondly, both the
fraternising and the sexual nature of the comments presented
Becky with a form of behaviour which is inherently ambivalent,
a form of sexual harrassment which female teachers find
particularly difficult to deal with (Mahony, 1985) 	 Thirdly,
the view that this was 'not really misbehaviour' was
supported by the teachers whom Becky consulted The teachers
said nothing could be done, 'because so and so's got an
awful home background, his father's in prison and he will
be like that'	 The 'pathological home background' explan-
ation of pupil (mis)behaviour gave validation to the
inappropriateness of implementing control mechanisms which
would unequivocally define the action as misbehaviour
Faced with these dilemmas Becky, by default rather than
intention, adopted a strategy of confrontation avoidance
Nonetheless, it is evident that she found managing the
teacher role extremely difficult in this context
The notion of being a 'proper' teacher was developed
in Sikes, Measor and Woods' (1985) study of teacher careers,
as an ideal type figure against which teachers could
measure themselves for the purposes of identity construction
The characteristics of propriety they identified related to
appearance, attitude to pupils,relationships with colleagues
and pedagogy	 The student teachers I interviewed also
used an implicit notion of a 'proper teacher' stereotype
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as a means of identity construction, but here propriety
centred upon the teacher-pupil relationship
	 Sikes et al
were interested in the ways in which their established
teachers 'managed' the teacher role, taking on some of its
aspects and rejecting others 	 They found that becoming a
'proper' teacher was often articulated in negative terms, a
stereotype from which teachers took care to disassociate
themselves	 This was not the case with the student teachers
in my study	 The 'proper teacher', at least with reference
to pupil-teacher relationships, was articulated in positive
terms	 Student teachers were seeking to establish them-
selves as proper teachers
	
This was not easy to achieve
student teachers had to negotiate and manage such a teacher
identity	 Propriety in relationships with pupils was both
difficult to define and to establish 	 This necessitated
strategic negotiation in meeting the expectations both of
significant others - tutors and supervising teachers - and
of self, regarding often implicit characteristics of
propriety	 It also involved resisting pupil challenges to
that propriety
Managing the teacher role was underlain by notions of
the 'ideal teacher' and the 'proper teacher', the relation-
ship between which was complex 	 Implicit in many of the
student teachers' comments was the link between dominating
strategies necessary to secure the 'firmness' and discipline
equated with 'proper teachers' and 'proper teacher-pupil
relationships'	 Fraternising strategies on the other hand
were linked with friendliness, humour and 'being human' The
'good' teacher-pupil relationship embodied and took as a
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pre-requisite a notion of the 'proper' teacher-pupil
relationship	 To become a 'good' teacher it was necessary
to become a 'proper' teacher	 This assumption is incorpor-
ated in the traditional, and long-held advice to new
teachers to 'start off firm and then let up'
Establishing a 'good' but 'proper' relationship with
pupils was one of the student teachers' main goals
	 This
was a major assumption shaping their teacher perspective
it was what they were aiming for in ideal terms
	 The est-
ablishment of positive teacher-pupil relationships was re-
garded as important in maintaining classroom order and
facilitating teaching and learning 	 The traditional teacher
adage	 'you've got to have control before you can teach',
which stands at the heart of the hidden pedagogy of
teaching, was firmly accepted by these student teachers
The means by which this was to be achieved was the stabilis-
ation of a 'good' teacher-pupilrelationship 	 founded on
appropriate authoritativeness and friendliness, a balance
between being nice and maintaining discipline 	 It involved
knowing when to use dominating strategies and when to use
fraternising strategies, being human and more importantly
being a 'proper' teacher
	
Few of the student teachers I
interviewed felt they had got this relationship right 	 None-
theless the interview extracts illustrate how student teachers
have taken-for-granted ideas about what teaching 'should be
like'
The concerns of the student teachers regarding teacher-
pupil relationships match up with the ideology of control put
forward by the professional studies tutors through the
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curriculum of the teacher education course (see Chapter 5)
The notion of a 'good' or 'proper' relationship with pupils
and the importance of fraternisation, friendliness and
entertainment were all central to this ideology	 Moreover
the distinction between the 'teacher as teacher' role and
the 'teacher as person' role also appeared implicit in the
student teachers' perspective as regards concerns about being
a 'proper' teacher and being 'human'	 It was the tension
between these two aspects of self in ideal terms that the
student used to judge their success in coping with school
experience	 They were also key elements of the competent
teacher identity that the student teacher hoped to achieve
Pragmatic concerns coping success and failure
In asking student teachers about the characteristics
of 'good teachers' and the difficulties of teaching, the
paradigmatic concerns of their teacher perspective were
elicited	 These were the ideals and principles	 ucturing
their orientation to teaching within an educationist
context	 In order to identify the pragmatic concerns of
the students' teacher perspectives, I asked them about their
best and worst lessons	 This was an attempt to switch the
frame of reference from the 'ideal world' to 'my classroom'
(Cole, 1985)
	
Accordingly, we now turn to the teacher
context and the pragmatic concerns structuring student
teachers' definitions of coping success and failure
The following extract from an interview with Becky after
the final school experience identifies the basic pragmatic
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concerns of the student teacher in the classroom
I
MS	 How do you know when a lesson is good9
Becky	 Just a feeling really
	
A good lesson is
a lesson when you don't have to worry
about disciplining the children, when
you can just get on with the work
ms,	 What about bad lessons then7
Becky	 I never think about the content - because
most of the lessons you get over the
content you want to and they do do the
work But I suppose bad lessons boil down
to whether the children behave or not and
if the children don't behave, then it's a
bad lesson
The success of a lesson was fundamentally dependent on the
pupils as reality definers	 It was the pupils in their
attempts to adapt, negotiate, resist and challenge teacher
definitions of appropriate behaviour who presented student
teachers with the key criterion of lesson evaluation When
pupils accepted teacher definitions, the business of teaching
and learning (work) was facilitated	 Where pupils engaged
in forms of resistance, the student was faced with a coping
problem necessitating immediate and pragmatic action 	 I
asked Becky how she dealt with pupil misbehaviour
Well, first of all, you don't ignore it You
let them know that you know it, but you
don't say anything, you just look and then
they know and they'll usually sit upright for
a few seconds or they'll stop talking and
then as soon as you turn away they start
talking again so then you have to kind of
give them a warning You say, you know, 'Paul'
or 'Susan' or whatever and 'come on now, pay
attention'	 Or you can ask them a question
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and it either shows that they haven't been
listening in which case you say "Now come
on, pay attention" or "somebody else tell
him or her" and then they feel inadequate
and then they do listen
	 Or you just say,
"if you don't do it then you're going to
be outside the door" or "if you don't do it
then you're going to be in detention" and
sometimes that worked - not often though - I
didn't find that detention or sending people
out worked	 It worked better if you asked
them a question or if you, I don't know
if you could praise something about them
don't know
	 Punishment just makes them 'anti'
anyway but sometimes you really haven't got
any choice because the other children in the
class, if you didn't punish them, the other
children in the class would see it as a
weakness in you and so you have to
Pupil misbehaviour, as indicated by pupil-initiated noise,
presents student teachers with a situation to be coped with
as Becky said, 'you don't ignore it 	 As such, the situation
necessitates strategic action as a way of 'accomplishing
interaction	 so that self-interests are protected or
enhanced' (Pollard, 1985a, p 184)	 Becky makes it clear that
strategies are a means of asserting power, of defining or re-
defining the situation and of maintaining personal and social
teacher identity	 In making explicit the strategies she used
to secure control in the classroom, Becky draws attention to
different aspects of 'coping'	 Her strategies were intended
to secure the educational objectives of the lesson - instruction
and learning - but also the social objectives of control and
order	 The latter especially, was essential in maintaining
her teacher identity
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The strategies which Becky describes were all covertly
or overtly centred on domination in that they drew upon the
socially ascribed power of the teacher in the classroom
However, at the same time, it was evident that Becky sought
to avoid confrontation and to protect her self-interests as
both a 'proper' teacher and a 'good' teacher 	 The strategies
Becky used were not selected either at random or according
to rational criteria of effectiveness 	 Teacher strategies
are always related to the context of interaction and parti-
cularly to the use of pupil strategies	 In short, strategies
are situationally adjusted (Woods, 1983)	 Becky described
how her use of strategies developed according to pupils'
reactive or 'counter-strategies' 	 Becky first sought to avoid
direct or open confrontation through the use of attention-
maintaining devices	 'Looks', a form of policing (Hargreaves,
1979) was regarded as only temporarily effective 	 A form of
manipulation, via the use of questioning to demonstrate
inattention and restore concentration, 'shows up' pupils and
according to Becky was more effective than warnings or threats
The problem with the latter was that they often resulted in
a directly confrontational situation which only served to
alienate pupils in the longer term 	 However, as Beynon (1985)
has said 'the teacher as strategist has to decide on the spot
whether the act perceived as deviant is likely to develop into
a serious challenge, or whether his/her interruption will be
even more disruptive than the deviant conduct itself' (p 30)
There is, of course, little time for deliberation before making
a strategical decision and sometimes such decisions are not
possible as the 'use of one strategy often slides into another'
(Pollard, l985a, p 184)	 Although Becky did not regard
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punishments as effective, they were sometimes necessary in
order to maintain competence in the eyes of the class, especi-
ally when threats or warnings had been issued and ignored
In such cases, carrying out an unequivocally dominative strategy
was necessary in order to secure teacher identity
Evident in the above interview extract are a number of
issues relating to student teachers' subjective definitions
of 'coping' to be discussed in this section
a) classroom encounters vary in the degree to which
they necessitate 'coping'
b) 'coping' is construed with reference to pupil
(mis)behaviour
c) 'coping' is a pragmatic and immediate response
to a situation where order and teaching are
potentially or actually threatened
d) 'coping' strategies are generally dominating
e) 'coping' is not always effective
Becky confirmed that the main coping problem for student
teachers in the classroom concerned control and order,
the main index of which was pupil-initiated noise (see
Chapter 5)	 The persistence of pupil-initiated noise
presented student teachers, as we have seen, with social and
educational problems that were perceived as threats to the
achievement of the twin goals of order and teaching/instruction -
what Pollard (1985a) terms 'enabling interests-at-hand'
The achievement of these objectives were necessary for the
student teacher to establish a competent teacher self and
to gain qualified teacher status by 'surviving' the teacher
education course	 'Coping' was linked to order and to
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teaching but was also fundamental to the student teachers'
defence of 'primary interests-at-hand' centred on 'self'
(Pollard, 1985a)	 Here we are interested in how the student
teachers themselves defined classroom coping success and
failure	 Following Pollard, if coping is subjectively
defined we must take into account both the 'context and
situation to be coped with' and 'the meanings and perceptions
of those individuals who seek to cope' (1985a, p 154)
All the student teachers I interviewed were able to
identify and describe their 'worst' lesson	 Worst lessons
generally had very high coping demands, were perceived as
endangering the achievement of classroom order and teaching,
and were potentially threatening to the student teachers'
self-image	 In struggling to achieve order, student
teachers attempted to use coercive and dominating strategies
to impose their definition of the situation It was the
student teachers' lack of success in effectively imple-
menting such strategies and the consequent failure to
defend their teacher 'self' that defined the lesson as the
'worst'	 The student teachers' emerging teacher identity
in social as well as personal terms was undermined, albeit
temporarily
Rachel described her worst lesson as 'an absolute
disaster'	 It was only the second lesson of the first day
of her first school experience 	 The class was a group of
ten and eleven year olds whom Rachel was taking for music
It was a seventy-minute period taking place in the school's
drama studio where there were no desks or chairs
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Rachel
	
	
So you had this great big open space and I
had to keep them occupied for seventy minutes
and they didn't do any written work at all
As soon as these children came in - I had never
been introduced to them, I'd never seen them
And it was sort of, 'what are you doing here2'
I said I was going to be taking them, I was
teaching them	 and, umm, they reacted against
me right from the start	 They said, 'we don't
want you, we want Mr Peel' And they decided
they wouldn't do anything right from the start,
and no matter how hard I tried, they just
didn't respond to anything I did They really
wouldn't So it put me in this awful situation,
because I didn't know what to do myself - I
mean it's not as if you're in a maths lesson
or an English lesson where you can actually
set them work to do, because you can't It's
sort of them and you and you're the one who's
in control and you're the one who's got to do
all the giving before they're even going to
respond in any small way to what you're doing
So it was just a total disaster really 	 And
in the end I just had to resort to just making
them stand in silence because I couldn't do
anything with them and I had to send a couple
of them out
MS	 So you ended up - they were standing in silence
- for how long2
Rachel Well, I would say towards the end of the
lesson	 well, I would say for at least - well,
it was at least the last ten minutes of the
lesson
MS	 What happened in the rest of the lesson9
Rachel I mean, I tried very hard, I mean, I didn't
get further than singing
MS	 Getting them singing or you singing9
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Rachel Getting them singing I'd got all these
wonderful activities to do in the lesson My
first music lesson and umm, we started off
with singing and they wouldn't sing I don't
know whether I should have gone on to something
else or not, but I was determined they were
going to sing and they were determined they
weren't going to sing
MS	 All of them9
Rachel All of them It started off - a few of them
started to respond and then they saw that quite
a lot of them wouldn't, then they all didn't
But it was supposedly the worst class in the
school anyway and the boys were particularly
disruptive	 There was one boy in particular
who everybody seemed to do what he wanted them
to do because they appeared to be frightened
not to - a sort of ringleader In the end I
sent him out but it didn't make any difference
- didn't make any difference at all 	 and
even when I handed out the music sheets - I'd
got banda sheets with the words and the music
- even when I handed those out, as fast as I
handed them out, they disappeared and they said
they didn't have them they were just screwing
them up and putting them in their pockets 	 I
just had no control over them whatsoever 	 I
just couldn't do anything I thought about going
to get the teacher who was in the next room
but I didn't want to because I thought if I
did that, then I was giving in and it would
reflect badly on me, because they'd think, 'oh,
well, she can't control us anyway' 	 And even
though I couldn't control them, I was determined
not to let someone else come in and do it for me
Whether or not it paid off I don't know
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The inherent conflict of interests in teacher-pupil encounters
was laid bare in this lesson, and as a result the coping
demands for Rachel were particularly high
	
Not only was
this an initial encounter, but the pupils immediately
engaged in aggressively active 'sussing' strategies (Beynon,
1985)	 The pupils directly confronted and provoked Rachel
by sabotage and refusal(Turner, 1983) 	 Furthermore, not
only did Rachel lack the experience and skills to
effectively negotiate initial encounters but in this lesson
she was denied the basic physical resources of a normal
classroom	 desks, chairs, writing equipment and so on
The physical context of the classroom was an important
constraining influence on her ability to implement 'coping
strategies'	 Teaching was impossible because the class
refused to comply with Rachel's efforts to control them
Rachel experienced this lack of control intensely and
struggled to impose her authority on the class Eventually,
she abandoned any attempt at teaching and resorted to one
of the most explicit strategies of domination 	 making the
class stand in silence Although Rachel admitted that she
failed to control or teach this class, she was still intent
on protecting her self image and her teacher identity She
refused to 'give in' by asking the normal class teacher to
take over, because this would reflect negatively on her
in the eyes of both the school staff and the pupils 	 To
maintain some semblance of teacher identity Rachel felt
she could not abandon the attempt to assert her authority
and competence
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In Rachel's 'worst' lesson, the pupils played a crucial
role as 'critical reality definers' and were successful in
challenging the student teacher's coping ability by under-
mining her teaching competence 	 This was also the case
with Claire's 'worst' lesson on her second school
experience in a comprehensive school
Claire Ooh' It was this horrible lesson I dread
thinking about it It was last thing Friday
afternoon, these third years I'd sort of
planned this experiment which would take a
whole double lesson, but they had to work
sort of quick, you know, they didn't have
to dawdle about or anything And they came
in, they were in a real funny mood, all sort
of full of it, and there's me trying to get
them to settle down and then I began to sort
of go through the experiment and they were
just all talking I mean, I'm not going to
talk over them and they just would not shut
up, so in the end I said, 'right, you can go
and sit down and we'll do something else' So
I got the material I was going to use after
the experiment and they did some writing Then,
even while they were doing this, this one boy
got this gas mask on which I took off him
Someone was flicking paper across the room
[inaudible] having arguments and I was sort
of telling them off, but I was having no effect
whatsoever, and then they sort of calmed down
a bit, so I said, 'right, you can do the first
bit of the experiment, because it's got to be
left over a week' And it was - there was
syringes and someone started squirting syringes,
so I sat him at the front and made him 	 I
don't know what he did, but he didn't do the
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experiment - and oh, I don't know, it was
just totally chaotic and horrible I think it
wasn't through ill-preparation I think I
was probably not hard enough at the beginning,
not strict enough at the beginning
For Claire, not only was it the last lesson on a Friday
afternoon but the class was in a 'real funny mood' they
were lively, talking a great deal and not amenable to
settling down to work	 Claire's attempts to quieten the
group so she could proceed with teaching failed, and so
she modified her original intentions for the lesson,
instigating a writing exercise as a means of control Al-
though this did not successfully prevent disorder, it was
an effective control mechanism in 'calming down' most of
the class	 Claire then felt able to continue with her
original plans for the lesson	 However, provided with ideal
resources for 'mucking' (Beynon, 1985) - syringes - the
pupils engaged in active counter-strategies and for Claire,
the lesson once again slipped out of control	 Classroom
order and teaching were effectively undermined and Claire
questioned her own competence 	 On reflection, she took the
view that she failed to establish a sufficiently 'hard'
teacher identity at the start of the lesson and thus re-
linquished much of her power to define the situation 	 Here
again, the lesson was experienced as a battle with the
student teacher intent on protecting her teacher self-image
via the use of dominating coping strategies
In focusing on student teachers' worst lessons, it is
apparent that they were not only defined in terms of a
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perceived lack of control, but they also involved the (often
abortive) use of authoritative dominating strategies to
cope with the threat to classroom order	 Such strategies
were pragmatic reactions to pupils' 'misbehaviour' and aimed
at obtaining pupil behaviour which restored order, facili-
tated teaching and satisfied the student teachers' primary
interest-at-hand maintenance of self-image	 As pragmatic
responses to a potentially threatening situation, the
strategies implemented were those which seemed most immedi-
ately expedient but once in use frequently had wder_reachiflg
implications for the student teachers' self-image and
teacher identity	 This was the case with the often
mentioned strategy of calling upon the teacher authority of
a member of the school staff
	 Some students used this as
a means of control, both as threat and as practice	 It
was frequently used as a pragmatic coping strategy but
perceived very differently by student teachers in terms of
its implications for self-image and teacher identity
Denscombe (1982) has argued that the teachers' ability
to operate self-sufficiently and not rely on colleagues
for support is part of the hidden pedagogy derived from
classroom experience as a pupil and generating a similarity
of perspective	 The salience of this aspect of the hidden
pedagogy among the student teachers I studied was very
uneven	 Rachel regarded recourse to this strategy as
undermining her own competence and as producing confirmation
to the pupils that she had 'failed' to cope
	
She considered
it a strategy of last resort, but its long-term implications
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for her self-image and teacher identity ruled out its use
Claire, however, apparently regarded this strategy as
acceptable, as did Julia
one maths lesson I had, I turned round and
there were two boys fighting at the back of
the class and ltd just had enough
	 It had been
a really bad day, so I sent them out to the
teacher whose class it was, and they were in
tears [laugh]	 'I don't want to go Miss,
I'll be good, I promise I thought 'oh what'll
I do 9 ' So I made sure they went, because
otherwise I would never have got any control
Julia denied the pupils' attempts to negotiate themselves
out of the situation because she was aware of the possible
negative implications for her teacher identity and thus for
her ability to cope with future challenges to her competence
In this way Julia used recourse to the authority of a
member of the school staff as a means of supporting her own
teacher identity	 Sometimes however, the mere presence of
an established teacher could transform what might otherwise
be a 'good' or 'successful' lesson into one where coping
demands were relatively high
MS	 I asked you about a 'best' lesson, is there
a 'worst' lesson9
Abbie Umm Let me	 yeah' Which one 9
 [laugh] Oh
yes, I know the one [laugh] the one Yes,
it was humanities and we'd moved onto paper,
making paper from your woods and things, and
I thought, 'oh, I'll give them something to
do', so I brought in all these different
bits of paper and things it worked all
right in one way, but I think, it was the
organisation of the paper and handing it out,
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it was a bit of a mess really And also,
because it was open plan, the headmaster was
next door with a group of about ten, and of
course I had to try and keep my class quiet
so he could get on with his work and for that
type of lesson you can't expect kids to sit
in silence and work And of course they were
louder and louder, and I was going, 'shut up,
shut up' - out of the corner of my mouth -
you know, 'the headmaster's next door' But,
you know, it wasn't too bad a lesson, but the
noise level and the organisation of the
materials were a bit bad, but really the noise
level	 but as I say, if we'd been in an
ordinary classroom which was enclosed it
wouldn't have mattered because it wouldn't have
disturbed anybody, but because it's open plan
and that, you have to keep worrying about the
noise and that
MS	 And you were aware the headmaster was
Abbie Well yeah, and that's it, you know - and every
now and again he'd look round, and I'd go,
'shut up'', which was a pity really, because
they were enjoying the lesson But I just had
to keep on shouting at them all the time, which
didn't really help
The open plan classroom and the proximity of the headteacher's
class imposed coping demands on Abbie 	 The level of noise
generated by her own class would have been acceptable,
perhaps even legitimate in a different situation	 However,
given the particular context, the situation demanded the
use of authoritative coping strategies which Abbie perceived
as undermining the 'success' of the lesson	 This example
reminds us of the situational nature of coping strategies
and the way in hich the coping demands of a classroom
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encounter may militate against effective teaching
The use of dominating coping strategies was the means
by which student teachers managed, however unsuccessfully,
to learn to live with the immediacy of classroom events,
particularly critical incidents, in terms of the hidden
pedagogy of teaching
	 Such strategies were essentially ways
of accommodating to structural and interactive pressures of
classroom situations and were influenced by both material
and social contexts among other factors 	 As a situational
means of protecting both self-image and teacher identity, the
role of pupils and school staff as critical reality definers
was highly significant	 Where the coping demands were parti-
cularly high, student teachers frequently experienced an
opposition between coping and teaching such that classroom
activity became perceived as a battle
Rose A lot of the others	 they learnt I think,
but I had to fight with them all the time to
get it into them - you know	 [laugh]
MS	 How do you mean fight with them9
Rose Well they, they were noisy, a lot of talk,
chat, up and down getting things and so it was
an effort to make them actually sit down and work
Abbie	 gymnastics with the fourth year, 12/13
year olds	 As far as I was concerned it was
rubbish 'cause they just didn't want to do it,
not at all enthusiastic, just walking around
and moaning 'Oh Miss, can't do a forward
roll, haven't got a mat 	 ' You know you
really felt like shaking them and 'do it''
sort of thing
292
The oppositional strategies of the pupils were experienced
as countering student teachers' intentions to teach and
called into play the necessity to assert their definition
of the situation
For student teachers, the maintenance of classroom order
and the personal and professional ability to control a class
of reluctant and recalcitrant pupils is regarded as a
necessary pre-condition to effective teaching	 This is funda-
mental to the hidden pedagogy of teaching which provides the
student teacher with the pragmatic goals of order and
instruction	 Constantly faced with the threat and often
the reality of classroom disorder (most persistently, ille-
gitimate pupil noise), student teachers must develop coping
strategies	 Such strategies are essentially reactional and
aimed at overcoming a situation which the student teacher
finds threatening	 These strategies are context specific,
are shaped by the circumstances in which they occur and
have an essentially pragmatic quality, but at the same time
are concerned with maintaining self-image and teacher
identity	 In these terms the strategies were not always
effectively implemented	 This raises questions about
student teachers' commitment and it is to these issues that
we now turn
Maintaining commitment and self-esteem
Although it is difficult to unscramble the paradigmatic
and the pragmatic aspects of teacher perspective (Hammersley,
1977), the gulf between aspirations and reality which they
represent is significant
	 Furthermore, in the context of
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teacher socialisation where student teachers are known to
start their professional education with high levels of
idealism (Lacey, 1977) this disjunction must be expected to
cause problems, particularly in terms of identity and
commitment	 Lortie (1975) has captured the nature of this
dilemma with reference to teaching in general
Teaching demands, it seems, the capacity to work
for protracted periods without sure knowledge that
one is having any positive effect on students
Some find it difficult to maintain their self-
esteem	 (Lortie, 1975, p 144)
Unsure of their ability to secure 'good teacher-pupil re-
lationships' or even of their ability to cope in the class-
room context, the student teacher finds some difficulty in
maintaining self-esteem	 If, following Pollard (1982, 1985a)
we regard a primary interest-at-hand of teachers as the
maintenance of self-image, then student teachers like estab-
lished teachers s will normally be concerned to present
particular self-images to the significant others in their
role-set which form their audience at any one time
(Pollard, 1982, p 29)	 This is particularly important for
the student teacher's identity construction as a competent
teacher, with regard to pupils, teachers and tutors Self-
conceptions are inevitably subjective but are shaped by
culturally mediated expectations of what is desirable (the
ideal teacher) and appropriate (the proper teacher), and
also by the interactive demands of the classroom
	
As Pollard
states, not only will teachers be concerned to present
particular self-images but they will also seek to 'realise'
their self conceptions by 'acting and by "presenting them-
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selves" in ways which are most favourable to their per-
ceived interests and coping needs' (1982, p 30)	 The
earlier analysis of interview data indicates that student
teachers experience problems in developing, projecting
and sustaining a desired self-image and social identity as
a teacher	 These data raise questions about student
teachers' commitment to teaching and how this is maintained
despite the difficulties experienced in translating para-
digmatically motivated elements of the teacher perspective
into action, and the pragmatic conflicts generated by
classroom encounters
A partial answer to this question can be drawn from an
analysis of student teachers' 'good' or 'successful'
lessons	 In these lessons coping requirements were at a
minimum, and teaching was thus (theoretically) facilitated
This provided conditions for the realisation of a particular
facet of the student teacher's self-image 	 To make further
use of Hammersley's distinction	 in successfully defined
lessons paradigmatically motivated elements of teacher per-
spectives were realised and the dilemma described by Lortie
was temporarily and periodically 'solved' 	 Such classroom
encounters were important to the student teacher as evi-
dence of their developing personal and social teacher
identity, and played a vital role in helping to sustain
commitment
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'Good' lessons open negotiation and pupil en1oy.
In order to get some idea of the student teachers'
criteria of successful teaching experiences, I asked them
about their 'best' lesson or the one which stood out as
particularly 'good'	 The descriptions of these lessons
stand in contrast to the 'worst' lessons	 The latter were
defined in terms of lack of order and failure to cope
adequately	 We might expect the student teachers to define
lessons as successful or good where coping requirements were
low and where teaching was most thoroughly facilitated
This was, in practice, only partly substantiated by the
students	 The most striking thing about student evaluations
of 'good' lessons was the extent to which they were defined
in terms of enjoyment	 The main criterion of a 'good'
lesson was that pupils enjoyed it 	 This is evident in all
the examples which follow
Becky selected an English lesson as her 'best' lesson
This was with a class of children who usually 'moaned',
were reluctant to 'work' and generally difficult to inoti -
vate, a class where coping requirements were usually high
MS	 Is there a 'good' lesson which stands out9
Becky Yes One I did on poetry for English went
really well I wanted the children to write
a poem themselves, but I didn't want it to
be any old	 just lines that rhymed	 I
wanted them to put down something they were
thinking about I did it through the senses
approach - it's really good, Richard, my tutor
recommended it	 I gave them all workcards
with pictures of the seaside and poems relating
to different senses, for example tastes at the
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seaside - you know, ice cream, hot dogs
and that	 And they loved it and I - I think
it was because they did most of the work
really I got them to, first of all, before
I gave out the cards, they had to suggest
vocabulary that they'd use, and then when I gave
out the cards, they were really chuffed to
see that some of the words they'd suggested
were actually used by these famous poets (
	 )
and then I asked them to write a poem, and
they all really enjoyed it
MS	 How did you know they enjoyed it
Becky How did I know they enjoyed it Because
well, for a start none of them moaned, and
they tended to be a class that if they didn't
want to do something, or if they weren't enjoying
it, they'd say so and none of them did that
lesson and they all got down to it And also,
when I got, when I actually looked through the
poems and I saw the results, I could tell that
they must have	 well, I don't know whether
you enjoy writing a poem, maybe I shouldn't
have used the word 'enjoy' really, but when I
read through them, I realised that they'd really
got down to it	 They'd done something, yes,
they'd actually done something, so they must
have enjoyed it - they must have been motivated
to do something otherwise they wouldn't have
bothered would they
MS	 So how did you feel when you came out of the
lesson9
Becky Oh I was pleased with that lesson I was really
pleased with it The lesson The lesson out of
however many I did
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In this English lesson, the key criterion of success was the
pupils' enjoyment	 Becky saw this as underlying both the
pupils' motivation in getting down to doing the work and
the results produced in terms of output (poems)
	
Although
this class usually presented high coping demands, in this
particular lesson, coping requirements were low and there was
no battle to teach	 Becky interpreted the absence of
'moaning' and the fact that all the pupils produced a poem
without coercion or explicit negotiaton on her part, as
evidence of enjoyment
	 It was a lesson where Becky success-
fully motivated the class, thus keeping coping demands to
a minimum and facilitating the teaching task
Frank made explicit the low coping requirements of his
'best' lessons	 He put this down to the establishment of
a 'good teacher-pupil relationship', a relationship which
implicitly involved enjoyment in the form of humour
Frank I think the group of lessons, umm, maths
lessons for the fourth year '0' level group
And it wasn't just the material, although they
seemed to be interested in that, but I seemed
to strike up a very good relationship with
them and every - I only had them for a double,
no sorry, two single periods a week, and they
seemed to, we seemed to get on a lot better
with those than the other two groups, and just
sort of general - not just teaching, but
overall - umm, better rapport
MS	 And did you feel that paid off in terms of
your teachings?
Frank I think it did It meant for a start, umm,
you were going into a lesson, you could almost
look forward to it which is a great help	 You
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go in, you knew there was no really disruptive
element within the group, but being a fourth
year group they were chattery and they could
be a bit noisy at times, but they were very
easy to keep under control and bring back under
control	 Umm, they were quite bright, although
it wasn't the top '0' level group 	 umm, it
helped, because you knew you were teaching
them and they were receptive	 umm, and
there were some quite good characters in it and
you could see, there was quite a bit of humour,
you could inject a bit of humour into the
lessons without losing control
Although this class was 'chattery' and noisy at times, they
were 'easy to keep under control' and unlikely to engage
in serious and sustained disruptive behaviour 	 In this
sense, the coping requirements of the lessons were low and
teaching was facilitated	 'they were receptive'	 Since
the coping demands of the lessons were not intrusive on
the teaching task, Frank found himself able to develop
fraternising strategies via the injection of humour without
any undermining of control
	 In this way, a 'good teacher—
pupil relationship' was built up
	 Frank regarded his own
and the pupils' enjoyment of the lessons as indicating success
The student teachers' descriptions of 'good' lessons
suggested that these were not characterised by the negative
and problematic features of 'bad' lessons, especially as
regards order and teaching
	
Nonetheless, the pupils were
still significant as reality definers the success of the
lesson was judged with reference to their behaviour 	 It was
not, however, simply a matter of the pupils accepting the
teacher's definition of the situation and conforming to
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teacher goals
	
The success of the lesson lay in the inter-
action between teacher and pupil produced by means of open
negotiation where both pupils and teachers were engaged in
working towards a consensus by recognising not only their
own interests and concerns but also those of the other
(Woods, 1983, Pollard, 1985a) 	 Pollard (1985a) says of
open negotiation
Both the children and the teacher show interest
in the activities of the other
	
Teachers seek
to stimulate and genuinely connect with the
children, while the children similarly bring
things into school and contribute actively to
the momentum of the class activities
	
This
momentum is interactively constructed, the teacher
being willing to negotiate the curriculum to
build on the children's interests
(Pollard, 1985a, p 186)
It is possible to subsume a range of teacher strategies
under the general heading of open negotiation, from praise
and flattery through humour and play, to concessions and
indulgence (Woods, 1979, Turner, 1983)
	
All of these have
in common an element of fraternisation and were justified
by student teachers not in terms of control and order but
in relation to pupil enjoyment
Sara and Jill's accounts of 'good' lessons suggest
they were based on open negotiation
Sara Umm
	
one of my last lessons, funnily enough,
towards the end was	 I particularly enjoyed,
and I know they did, and that was 	 we'd
spent some time on 'Lord of the Flies' - this
was a fourth year group English, and somehow it
got round to Pinter because I was talking to
them about 'Lord of the Flies' and - oh, I know
there's a bit in it where Piggy is betrayed
300
C	 ) and I was relating that to a sketch
in Pinter 'The Caretaker' where (
	
) I read
the sketch, it was typed out so they'd got it
to read, and they thoroughly enjoyed it and
they wanted me to tell them what happened at the
end of the play - so I carried on reading
extracts of it to them - and I didn't think
I thought it would be too high for them,
the level and some of the language, but they
really enjoyed it So that made me feel good
The main criteria of the success of the lesson was pupil
enjoyment - and also teacher enjoyment 	 Woods (1979)
describes this teacher strategy as indulgence, a form of
fraternisaton	 It involves capitalising on pupils' interest
on the times that they actually do become interested 	 As
Woods says, 'no doubt this frequently has pedagogical value,
but equally it is often done unrelated to the lesson as
planned, and justified only post hoc' (1979, p 158) Sara's
reading of the Pinter extracts was unplanned but she took
up the pupils' interest and since it was her last lesson
and the class seemed to be enjoying the sketch, the outcome
was not only justifiable but the basis for a 'good' lesson
Jill also capitalised on the manifestation of pupil
interest and engaged in open negotiaton
MS	 Looking back on the four weeks now, can yOU
pinpoint any lesson which you felt was
particularly good
Jill Yes, I think, definitely, umm I	 one or
two poetry lessons went extremely well
MS	 Can you tell me a bit about them and why you
think they went well9
Jill Well, the teacher kept saying that the children
didn't like poetry [laugh] whereas in fact -
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and she said they didn't like poetry at all
- they didn't like writing poetry and umm
they just like to copy a poem perhaps
and draw a picture of it	 Whereas I like
poetry, and I tried to read some poems to the
children, that other children liked I used
a book 'I Like This Poem', which was poems
chosen by children	 and I tried to put
over that some children actually liked poetry
and chose poems because they actually mean
something to them and I read a lot of funny
poems	 I wanted the children to choose a
poem and bring in that they liked and perhaps
say why they liked it But as far as that went,
they could only say they liked it because it was
funny or they didn't like it because it was
boring I couldn't get anything sort of, any-
thing deeper than that But the children were
getting poems right up to the last day at school,
thinking that 'I brought this in to show you
because, I know you like poems' - whether they
were doing it because they thought I liked
poems, but at least they were looking through
poems and reading (
	
) In one lesson we were
doing sea poems and I was hoping to bring in a
bit of 'The Ancient Mariner' and I told the
children about this poem and the albatross
and the legend	 and they got really interested
and I actually read it to them and you could
hear a pin drop' I only did a section of it,
quite a big section and they wanted me to finish
it and the bell had gone and it was playtime
and they really loved it
Jill's strategy had pedagogical value, as well as promoting
pupil enjoyment	 She had worked hard to get the children
i nterested in poetry, and once successful, capitalised on
that interest in developing her relationship with the class
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Mike cited a games session as his best lesson where a class
who usually presented coping problems, unexpectedly mani-
fested interest
Mike The kids got involved - the fourth year were
difficult, they didn't really want to do rugby.
They preferred football, and it was hard to
get them interested at first, and then one lesson
it just clicked and they really tried hard
MS	 What did you feel you'd done7
Mike I don't know I think they just had the right
sort of practice and were in the right frame of
mind to do something and fortunately I clicked
up on this and allowed them a games situation
that really got going, and they actually started
playing rugby	 I was going to do a cross-
country afterwards, sort of just to end the
lesson off and I cancelled that I just let them
play on with the game cause they were so, so
involved in it and you could feel it out there,
it was - I don't know - like an International,
the way the kids were playing it
MS	 So how did you come out of that lesson feeling7
Mike I thought it was really good, really good feed-
back from the kids as well	 They seemed to be
happy to be out there, seemed sorry for the end
of the lesson
According to Mike, the pupils were simply in the 'right
frame of mind' and he was able to use this to facilitate
the momentum which signified a successful lesson built upon
open negotiation
The picture of 'good' or 'successful' lessons stands
opposite 'bad' or 'unsuccessful' lessons A significant
characteristic of the latter appead to be the ineffecti'e
implementation of dominating strategies,, the use of
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dominating strategies having been a pragmatic attempt to
assert or reassert classroom order	 Dominating strategies
were perceived by student teachers as control strategies
aimed at establishing order as an essential pre-requisite
to teaching	 In short, they were coping strategies, a means
of 'survival' (Woods, 1979)
	
'Good' lessons were charac-
tensed more by the successful implementation of fraternising
strategies	 Such strategies were not however perceived as
control strategies since they were connected with teaching
as much as coping	 This is important because we are con-
cerned with the subjective aspects of coping in relation to
teacher perspectives	 This point is clear if we consider
another aspect of fraternisation referred to by Woods (1979)
- entertainment
Many aspects of modern 'progressive' teaching
embrace the entertainment principle	 The use
of film, television, radio and records, and
devising the projects, fieldwork and so on,
have control as a major aim (p 157)
'Entertainiment' was an important aspect of the official
ideology of control proffered by the professional studies
tutors control problems, it was suggested, are more
likely to be manifested where the teacher fails to provide
motivation and interest (see Chapter 4)	 However, to re-
gard 'entertainment' solely as a control strategy ignores
the extent to hich student teachers regarded it as an
important ingredient of successful teaching, quite distinct
from control	 'Entertainment', like 'indulgence' as forms
of fraternisation were not simply perceived as coping
strategies	 Both strategies helped produce successful
lessons in terms of pupil enjoyment and also promoted 'good'
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teacher-pupil relationships, they were not utilised simply
as means of control	 Entertainment and indulgence were
regarded by the student teachers as of pedagogic value
This was made explicit by Becky 	 She talked about the
class of 'lovely children' she was attached to for regis-
tration purposes and taught for English and Humanities on
her first school experience
Becky Umm
	
by the time they'd got to know me,
they wanted to do the work just simply because,
I think, they knew me - which is a strange
thing to say but - they all became so
enthusiastic, and if I did anything, even if
I just brought in a record and played it, they
were so excited about it When I look back on
it, I didn't use enough things like that, I
could've arranged a lot more things But one
day I arranged for Paul Brown and that technician
from college to come and video them And it was,
honestly they talked about nothing else for
about three days before and three days after,
and their faces' When they saw themselves
being played back on the television' They got
so much out of it I don't know whether you'd
say it was educationally valuable, but they
enjoyed it so much, it was such an experience
for them They were just so enthusiastic about
everything I did, I didn't realy have to
motivate them very much
With this class, coping demands were minimal, and motivated,
enthusiastic children meant teaching was relatively easy
Becky implied she established a 'good' teacher-pupil re-
lationship without difficulty	 'Entertainment', via the use
of records and video, were not used because she experienced
control problems with the class they were not perceived as
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a form of 'coping' strategy	 However, the use of forms of
entertainment was seen as a valuable teaching strategy (Becky
suggests that she should have done more 'entertaining'),
stimulating motivation and enthusiasm and, by implication,
learning
From an analysis of these examples, two issues regarding
student teachers' 'good' lessons emerge
	
First, the coping
requirements of these classroom encounters were low	 In
these lessons, students did not feel they had control prob-
lems or that classroom order was actually or potentially
threatened	 (This is probably why 'good' lessons were rarely
described in terms which directly opposed those used to des-
çribe and define 'bad' lessons student teachers did not per-
ceive themselves as 'controlling' or 'coping' with pupils in
'good' lessons ) Since order is a taken-for-granted pre-
requisite of teaching, theoretically the situation was
conducive to that goal
	 These accounts stand in contrast to
the 'battles' described in the accounts of 'worst' lessons
Secondly, although theoretically the classroom situation was
conducive to successful teaching, the 'success' of the
lesson was defined in a very specific way by student teachers,
that is, in terms of pupil enjoyment
	
Given the assumptions
of the hidden pedagogy concerning teaching competence and
its emphasis on classroom control, and the significance of
order and instruction, we might expect lesson success to be
measured by reference to pedagogical or learning outcomes
This was not the case
	 Neither Sara nor Jill justified the
reading of 'The Caretaker' or 'The Ancient Mariner' on edu-
cational grounds
	 Becky wondered whether the time spent
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videoing the class was educationally valid
	
It seems that
what, or even whether, children learn anything was not the
main consideration - the fact that they enjoyed the lesson
was grounds in itself for success The question arises as
to why pupil enjoyment was so significant to the student
teacher	 We can answer this question by considering sub-
jective definitions of coping in relation to teacher
perspectives
If fraternisation is about working for good relations
with pupils, then the 'good' lessons described in the inter-
view extracts may be regarded as successful attempts at
implementing fraternising strategies Students view pupil
enjoyment of a lesson as evidence that they have, at least
for that lesson, established a 'good teacher-pupil relation-
ship.	 We have seen that establishing a 'good' teacher-pupil
relationship was regarded as one of the main characteristics
of the good teacher	 This invovied the balanced and
appropriate use of dominating and fraternising strategies
to sustain a proper and competent teacher identity Student
teachers did, however, find the achievement of this goal
both difficult and elusive	 This raises problems for the
maintenance of the student teachers' commitment and the de-
velopment of their identity as teachers 	 As Pollard (1980)
puts it
The issue here is that of the degree of maintenance
of a particular self-image or belief compared with
pragmatic adaption to situational necessities In a
way it is a question of commitment to an ideal self
or acceptance of a pragmatic self
(Pollard, 1980, p 37)
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Although this dilemma was never ultimately resolved, commit-
ment to an ideal self for student teachers was maintained
via the occasional and significantly for them, the potential
realisation, of a paradigmatic element of teacher perspective
and thus the realisation of a particular facet of self
Classroom encounters where coping demands were minimal,
where there was an apparently 'good relationship' which
facilitated open negotiation based on fraternisation
strategies, were experienced as essentially supportive of
the student teacher's interests 	 Teacher interests-at-hand
were satisfied	 order was maintained, instruction eased and
self-esteem positively reinforced 	 The problems of projecting
and sustaining a desired self-image and teacher identity as
experienced in many lessons could be temporarily forgotten
In student teachers' 'successful' lessons, the vision of
the kind of teacher they wished to become assumed a concrete
reality	 This supported their idealism, repaired their
self-esteem and ensured commitment
308
Conclusion
This chapter has been concerned with the subjective
dimension of coping for student teachers and has attempted
to locate this within a conceptual framework of perspectives,
strategies, and self	 The data reported have been analysed
with reference to Hammersley's (1977) distinction between
paradigmatically and pragmatically motivated elements of
teacher perspectives and Keddie's (1972) parallel distinction
between educationist and teacher contexts 	 This is in
line with a view of perspectives as loose frameworks of
beliefs and assumptions regarding teaching and teachers in
ideal circumstances and more pragmatic concerns within the
classroom
In ideal terms, teaching centres on the notion of de-
veloping a 'good teacher-pupil relationship'	 This was the
goal to which all the student teachers subscribed and
aspired	 It was an ideal based upon effective and appropriate
management of dominating and fraternising strategies to
sustain a 'proper' teacher identity	 Further, as we have
seen, it was an aspiration which was experienced as diffi-
cult to achieve
	
Pragmatically, student teachers often
found themselves in situations where coping requirements in
terms of order, teaching and maintenance of self, were high
and necessitated immediate, that is, pragmatic responses
Such classroom encounters varied in intensity and some were
clearly perceived as more copable with than others
Where pupils actively resisted teacher definitions
of the situation and engaged in persistent 'mucking' , the
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perceived coping demands of the classroom encounter were
high the student teacher's personal and social identity was
under direct threat	 The situation necessitated immediate
strategic action	 This frequently resulted in the use of
some form of dominating strategy, which at times not only
failed to 'work' but contradicted and undermjned the ideal
(paradigmatic) elements of teacher perspective, in particular
those relating to self 	 Furthermore, there seemed to be a
negative correlation between the perceived coping demands
of a classroom encounter and the extent to which teaching
and learning were realisable 	 The higher the perceived
coping demands of a situation, the less teaching was possible
and the more the student teacher's self-image and teacher
identity were 'at risk'
I have argued that this raises questions about student
teachers' continued commitment and investment in a personal
and social teacher identity	 From an examination of
student teachers' 'successful' lessons, it has been argued
that commitment to an ideal self and to the goal of becoming
a 'good' teacher is sustained
	 Pupil-teacher interaction
in successful (enjoyable) classroom encounters served to
positively reinforce and sustain the student teacher's
emerging teacher identity
This chapter has considered the significance of pupils
for student teachers' definitions of coping success and
failure in the process of professional socialisaton	 The
following two chapters are concerned with the role of
teacher educators and practising teachers respectively, in
that process
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Notes
1	 All data in this chapter are from interviews unless
otherwise stated
2	 Cf Blackie (1977), Burgess (1983, 1984d) and Sikes,
Measor and Woods (1985)
3	 See also Chapter 9 for a discussion of the notion
of the 'proper' teacher as used by student and
practising teachers
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CHAPTER 8
TEACHER EDUCATORS AND THE HIDDEN PEDAGOGY
Research into the process of teacher socialisation has
suffered from a number of shortcomings, not least of which has
been a serious neglect by sociologists (see Chapter 1). The
sociological research which exists, particularly that in-
formed by ethnography and interactionism, focuses exclusively
on student teachers or interaction between student teachers
and their pupils. Others engaged in the process of teacher
socialisation - college and school staff - have been almost
invisible in the literature. The next two chapters seek to
go some way towards redressing that balance, by drawing
attention to the significant role of teacher educators and
classroom teachers in the process of becoming a teacher. This
chapter begins by pointing out some of the important limit-
ations of our understanding of teacher socialisation, before
focusing on professional studies tutors.
Teacher education and the hidden pedagogy
A major theme in the literature on teacher education is
the apparent 'discontinuity' between college coursesarid the
classroom practice of teachers. The college course with its
assumed emphasis upon educational theory and so-called 'pro-
gressive' and 'permissive' approaches to teaching, is
frequently criticised for its lack of relevance to the real
world of the classroom (Morrison and McIntyre, 1973). Such
arguments have been particularly well documented on the basis
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of evidence of shifts in teacher attitudes and ideology over
the college and probationary years (see Chapter 1).
Denscombe (1982) has challenged this emphasis on
'discontinuity', pointing to classroom experience gained as
a result of being a pupil for thirteen years as a source of
continuity in the preparation of teachers. Denscombe argues
that this classroom experience, generates the hidden peda-
gogy and forms a practical basis for teaching. He goes on
to argue that:
the apparent 'discontinutiy' between teacher training
programmes and the later practices of teachers, (...)
would be better understood as part of a deep-rooted
'continuity' interrupted temporarily and perhaps
superficially by the process of training. In either
case the failure of teacher training programmes to
have any long-lasting influence on attitudes to
classroom control or classroom privacy can be attri-
buted to the influence of classroom experience and
the pressing, practical demands this classroom
experience entails.	 (Denscombe, 1982, p.26l)
Atkinson and Delamont (1985) point out that Denscombe's
argument is based upon extrapolation from school ethnography
back to teacher socialisation, rather than upon a study of
the process itself. It is partly for this reason that
Denscombe's work suffers from a similar limitation to previous
research, in that it assumes teacher education programmes to
be essentially, if only superficially, discontinuous with
the real world of the classroom. Moreover; also in line with
previous research, he assumes that such programmes seek to
change traditional teacher attitudes and apparently fail to
do so. This has now become an unexamined 'truth' built into
our understanding of the so-called ineffectiveness of teacher
education programmes. It represents however, a failure within
the sociology of teacher education to recognise and document
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the complexities and contradictions involved in the ideologies
and pedagogies of these programmes.
In asserting the importance of the hidden pedagogy
generated by classroom experience, Denscombe for example,
fails to consider the extent to which the hidden pedagogy
might also be salient to an understanding of the teacher edu-
cation programme. Indeed, he argues that student teachers
are generally exposed in teacher training to a progressive
pedagogy which plays down control and regards it as deriving
from teaching rather than as a necessary pre-requisite to
teaching. In this way the so-called progressive pedagogy
of the teacher education course is somewhat opposed to the
hidden pedagogy.	 Denscombe, in line with others (for
example, Hanson and Herrington, 1976; by, 1969; Taylor
and Dale, 1971) accepts that this progressive pedagogy
apparently fails to achieve much impact on the thinking of
new teachers and argues this is because 'the crucial factor
in shaping teachers' understanding of their work is classroom
experience' (1985, p.51) which generates the hidden pedagogy.
This chapter challenges this understanding of teacher edu-
cation programmes, by considerng the extent to which teacher
educators reinforce rather than challenge the hidden pedagogy
thus supporting Haigh's claim that:
Control the class, then teach the class is a
common theme passed on from one teaching
generation to another, with the accompanying
notion that the teacher who cannot control never
gets to the point of being able to teach.
(Haigh, 1979, p.7)
This will involve a consideration of the professional
tutors' perspectLve by examining the ways in which they perceive
their educational and professional objectives, and their
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everyday experience as professional tutors. 	 We begin with
the tutors' views of teachers and teaching.
'Good' teachers
In describing the characteristics of the good teacher,
both Gerald Lewis and Paul Brown emphasised a similar range
of qualities. There appeared to be considerable agreement
on these qualities, not only between the two tutors, but
the picture so painted accorded well with the discussions
on teacher quality from HMI and the DES in the 1980s. This
view regards teacher competence as fundamentally related to
classroom control and that the decisive factor in making
judgements about potential teachers is personal characteristics.
An IIMI survey (DES, 1982) of two hundred and ninety-four
teachers in their first year of teaching concluded that sig-
nificant numbers were poorly equipped for their work. This
was in part due to lack of proficiency in subject specialism,
but much of the criticism concerned matters of classroom
management and control:
Characteristics most commonly associated with
lessons of low quality included ... poor relationships
and class control, particularly in the secondary
schools, where occasionally these seriously
inhibited the teaching and rendered meaningless any
comment on other aspects.
(DES, 1982, p.23)
The publication of this research was significant as it was
critical of teacher education and set the themes for a number
of later publicatons in the 1980s, including policy documents.'
McNamara (1986) has shown that the central theme of these
official publications is the view that the personal qualities
of teachers are the key attribute of teacher competence.
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This was a conclusion reached by HMI in their survey of
probationers:
In making their assessment HMI found that the
personal qualities of the teachers were in many
cases the decisive factor in their effectiveness
(DES, 1982, p.80)
The 'research' on which this finding is based does not how-
ever stand scrutiny:	 'the importance of the personal quality
of the teacher is not discovered or established by research;
it is merely written in by HMI afterwards' (NcNamara, 1986,
p.32).	 This is not to suggest that the personal qualities
of teachers are of little consequence, but that the identifi-
cation of personal qualities which may be related to teacher
competence is extremely problematic. This is confirmed by
a wealth of literature on the personality of the effective
teacher which has served only to make us aware of the diffi-
culties and dangers of such research. 2 It is one thing to
say that personal qualities must be borne in mind when
making judgements about teacher competence, it is another to
claim that research has established their importance and
then to say what those qualities are.
	 Nonetheless, the
'research' has now become a basis for policy decisions and
is encoded in the Council for the Accreditation of Teacher
Education's criteria for the approval of courses:
Institutions should have adequate procedures for
assessing whether or not candidates display the
personal and intellectual qualities suitable for
teaching.... (. . .)
In assessing the personal qualities of candidates,
institutions should look in particular for a sense
of responsibility, a robust but balanced outlook,
awareness, sensitivity, enthusiasm and facility in
communication.	 (DES, 1984, pp.9/10)
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This stress on the 'personal qualities' of potential recruits
to the teaching profession was mirrored by the Haydon Park
College professional studies tutors' references to 'pro-
fessional qualities'.
David Hargreaves (1980) has pointed to the importance
of the concept of 'professionalism' in the sociological
debate over whether or not teaching is to be considered a
profession. However, as he says, 'this controversy . .
proceeded without enquiry into teachers' own conceptions of
themselves . . . yet teachers' everyday usage of the concept
of profession is of paramount importance for an understanding
of their culture' (Hargreaves, 1980, p.l27). In his analysis
of teacher culture Hargreaves points out that in 'mundane
settings the terms "professional" and "unprofessional" are
used to make judgements about a wide range of teacher
conduct....' (p.127).
	 This was certainly true of the
professional studies tutors I interviewed, but it also became
apparent that in practice such judgements tended to be
related to a limited range of personaland social qualities.
In a companion paper to Hargreaves' , Mardle and Walker (1980)
argue that social judgements are part of academic evaluations
and are legitimised under the generic slogan of
professionalism. In this sense 'professionalism' may
constitute the organising notion of a certain rhetoric
regarding teacher competence.
The 'professional' qualities emphasised by the pro-
fessional studies tutors I interviewed centred upon
commitment, enthusiasm or 'dynamism' and the ability to
establish good classroom relationships:
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MS:	 What are the qualities you think make a good
teacher?
PB:	 Uhh...there are all sorts of professional qualities,
like, er, commitment, being prepared to give it
time, devote time to it. Umm, there are qualities
like enthusiasm and sympathy and, umm, the
ability to be dominant when it's appropriate, the
ability to - umm - distance yourself from pupils
as well as get close to them. I mean, all that
in a sense is related to getting good working
relationships with pupils, you know, you've got
to, you've got to be able to get close to them so
you can get involved with them, talk to them and
get their respect, but also you've got to be
able to take command of them as well. So, what
have we talked about - commitment, all those things
that come under commitment, like giving time to
the pupils and the school, there's establishing
- the ability to establish good working relation-
ships with pupils .....
Gerald Lewis also emphasised the importance of commitment:
A commitment to what they're doing. I think
that's the thing that disturbs me that I don't
see occasionally in teachers... .it's as though
the fires have gone out in some teachers, or
maybe even never been lit, which is even worse
certainly teachers that aren't committed
disturb me because I think that, umm, if you're
not committed to the job in hand, which means
all sorts of things, committed to not just doing
your job in the classroom, but to be concerned
outside the classroom, to take on extra duties
and responsibilities as and when they are
appropriate
and enthusiasm:
there are certain characteristics that I often
say to students I wish I could endow good teachers
with . . . I think enthusiasm - they are a bit
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clich 'd, but I mean by definition clichIs are
likely to mean something, otherwise they
wouldn't have become clichs. So enthusiasm I
think is absolutely crucial. If teachers are
enthusiastic, then they're half way there. If
they are, umm, lively in the sense that they try
to make their lessons interesting. I don't mean
they've got to dance around and be extrovert all
the time, because not everyone has that sort of
capacity, and that doesn't mean that teachers
who don't display that aren't good teachers....
'Dynamism' was a very difficult quality to specify, but was
crucial to professional tutors' thinking:
GL:	 I've seen very good quiet teachers who aren't
sort of dynamic in that (extrovert) sense, but
I'd still say they are dynamic, but in a quiet
sense, and, in the sense that they challenge
children, that they give children interesting
work, uhh, they have good control, they care and
are concerned for children, so they are dynamic
in one sense of the word. But I would want
certainly the ability to, umm, put over material,
make it interesting, enthusiasm in what they are
doing and their approach.
The qualities the professional studies tutors identi-
fied as necessary to teacher competence were primarily
personal qualities, attitudes and interpersonal skills which
give rise to a particular approach not only to classroom
activities but to the job as a whole. Commitment, for
example, is about devoting time and energy to the school as
well as to pupils. 5
 The committed teacher is willing to
take on extra tasks and responsibilities, moreover this, it
was implied, is the professional attitude. This was linked
to enthusiasm which was regarded as a quality essential for
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instilling interest in lessons 	 For Gerald Lewis this did
not necessarily mean an extrovert personality but a capacity
for care and concern and an ability to challenge pupils
through stimulating lesson content. Paul Brown placed much
emphasis on the interpersonal skills of the teacher in
establishing 'good working relationships with children'.
This too was emphasised by Gerald Lewis. When I asked him about
the qualities of the good teacher, he prioritised criteria
and singled out the quality of the teacher-pupil relationship
as the most important:
I think that what makes a good teacher first of
all is that, umm, they've got to have a genuine
interest in, and concern for people, clearly young
people, but I haven't said children as such because
I think it isn't just children; you know, it's
the trite answer that people trot out when they're
being interviewed, you know, 'why do you want to
be a teacher?'	 Cause 'I like kids', you know, it's
not as simple as that. I think you've got to be
interested in people and have a genuine concern for
them - that for me would be the fundamental priority
for a good teacher. All the others I'll mention in
a moment are in a sense peripheral to that. That
would be at the core.
For Gerald Lewis, teaching is about relating to people as
individuals in a caring rather than a controlling way.
This orientation towards people, and not just children was
regarded as the essential characteristic of the prospective
teacher. The implication was that teacher competence is
strongly related to personal characteristics which students
bring to college rather than skills and abilities developed
within the teacher education course. A genuine interest in
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people certainly took precedence over the acquisition of
subject knowledge:
knowledge of subject, as someone engaged in the
secondary area, the specialist area, clearly
that's going to be an important factor in whether
you can teach successfully, but in my opinion,
it's nowhere near as important as this relationship
side, which I think is fundamental to teaching. If
you haven't got good relationships with children,
umm, if you haven't got a genuine concern and care
for them, at the heart of what you're . . . no
amount of knowledge of your subject will turn you
into a good teacher.
This did not mean subject knowledge was regarded as unim-
portant. As Gerald Lewis said, 'you need to know what it
is you are trying to get over'. Nonetheless, he was emphatic
that academic expertise could not compensate for the personal
qualities of care and concern which go towards building
good teacher-pupil relationships.
Skills developed as a result of the teacher education
course were not without significance to the qualities of the
good teacher. Having emphasised personal qualities associ-
ated with commitment and good relationships, Paul Brown
referred to a range of 'technical skills' which he regarded
as necessary for teacher competence:
they've got to be able to make decisions about what
they're gonna teach on the basis of all sorts of
things, on the basis of what they know about their
subject and about what they recognise to be influences
from other people like inspectors and heads and, umm,
reports and so on. So they've got to be able to make
decisions about appropriate objectives if you like.
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They've got to be able to make decisions about
what sort of methodology they're going to use,
what sort of activities to use and they've got
to be able to manage those activities and there
are a whole host of skills involved with those,
which I'd expect them to be proficient at. Umm,
they've got to be able to display the skills
involved with evaluating pupils' learning...
Here we have a picture of the technically proficient teacher.
A decision-maker and manager of objectives and activities,
competent in a range of skills associated with curriculum
planning, pedagogy, evaluation and assessment. Such skills
are acquired as part of the teacher education course: the
curriculum studies element of professional studies was tied
closely to the development of skills and competencies in
these areas for student teachers.
Gerald Lewis also ranked management skills as important
qualities of the good teacher. For Paul Brown, however, this
was a technical competency, while for Gerald Lewis it was
related to interpersonal skills:
I think I'd put as second - if one was putting
a sort of hierarchy - an ability to manage
children. Now that's related to relationships,
but it's a different point. An ability to -
I'm trying to avoid the simple words of control
and discipline - but it is related to that,
they've got to be able to manage children because
they aren't going to go out in the main as
personal tutor to one or two children, they aren't
going to become a coach or someone who's going to
be in a small group situation all the time. They
are by definition going to go out with a licence
to teach, which in the main means they are going to
teach groups of twenty or thirty children in an
institutional setting.
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The practicalities of handling thirty or so children
together in a classroom demand management skills:
• . .and if you don't have management skills, then
no amount of content knowledge and even no amount
of care and concern for children will ultimately
work, because the dynamics of children together in
large groups in those sorts of institutions take
away their, uhh, natural goodness if you like, or
their natural ability to adjust to someone who is
kind or concerned or compassionate: they also
need controlling and managing, and then, once
you've managed and controlled them, if you're got
that first attribute of genuine care and concern,
that can come over and then you can put into effect
the content knowledge that you are trying to .
(my emphasis).
There appeared to be some ambivalence in Gerald Lewis' views
of the fundamental qualities of the good teacher. Having
first asserted the primary importance of genuine care and
concern for children, he then argued that management skills
were the crucial qualities.	 For Gerald Lewis the 'natural'
tractability of children disappears when they are put
together in large groups and this necessitates management
and control skills on the part of the teacher. Revising his
earlier comment, Gerald Lewis appeared to regard management
and control skills as essential pre-requisites of the 'good'
teacher. A similar ambivalence about the necessary inter-
personal skills for fostering good teacher-pupil relationships
was also expressed by Paul Brown when he talked of the
ability to be dominant and take command of pupils and the
ability to get close and involved when appropriate.
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These apparent contradictions and ambivalences in the
the tutor's assessments of the qualities essential to the
'good' teacher should not surprise us if we remember that
perspectives are loose frameworks of beliefs and assumptions
informed by idealistic and pragmatic concerns. The contra-
dictions which appeared in Gerald Lewis' characterisation of
the 'good' teacher draws our attention to the way in which
teacher perspectives can be informed by educational ideology
and the hidden pedagogy.
It can be argued that the concern to establish a 'good'
relationship with pupils has become central to modern edu-
cational ideology. 6
 Although the concept of a good teacher-
pupil relationship is itself intangible, it does symbolise an
ideology or body of ideas with which most teachers would wish
to identify. In short it conveys a set of values which repre-
sent modern educational orthodoxy. This ideology informs
the paradigmatic elements of teacher perspectives, but teacher
perspectives are also informed by pragmatic concerns which
often militate against those of educational ideology. These
practical demands, according to Denscombe (1982), generate
the hidden pedagogy. In this context it is important to
remember that Gerald Lewis and Paul Brown, in common with
most other teacher educators, have shared in that classroom
experience as pupils and teachers. It is classroom experience
which generates a specific set of expectations and assumptions
about behaviour in classrooms - a set of assumptions about
teaching which emphasise the pre-eminence of control. Such
assumptions were certainly part of Gerald Lewis' and Paul
Brown's perspective. Thus the apparently contradictory
references to care and concern for children and the ability
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to be dominant when appropriate, reflect the salience of
educational ideology and the hidden pedagogy respectively.
Moreover, it is possible to take the argument further and
suggest that the belief in the fundamental necessity for
control is justified in terms of educational ideology by
the rhetoric of classroom management and 'good' teacher-pupil
relationships. These concepts were central to the ideology
of control embodied in the formal and the informal curriculum
of the teacher education course (see Chapter 4). In relation
to this it is notable that Gerald Lewis explicitly sought to
avoid using the terms 'control' and 'discipline' and referred
instead to classroom management. Nonetheless he slipped
into using the phrase 'management and control', which suggests
that they are not essentially dissimilar. The somewhat
nebulous concepts of classroom management and 'good' relation-
ships expressed in educationist contexts may operate to
legitimate the pragmatic salience of the hidden pedagogy in
contemporary teacher education.
The hidden pedagogy was then, an important influence on
the professional studies tutors' perspectives.
	
This is
merely one way however, in which it can be argued that
assumptions about classroom control are not fundamentally
challenged in teacher education courses. We now consider
the assessment of teaching competence in this light.
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Assessing teaching competence
Student teachers at Haydon Park College were continually
assessed throughout the professional studies year, culminating
in reports at the end of each period of school experience.
The reports, produced after consultation between tutors and
teachers, were based on the following criteria set out in the
College School Experience Booklet:-
1) Relationship with children
2) Relationship with staff
3) Planning and preparation
4) Content, methods and materials
5) Presentation and display
6) Assessment and evaluation of children's
work, including record-keeping
7) Assessment of own work
8) Involvement in extra-curricular activities
and/or general life of school
9) Summary, advice and comments.
A three-point scale was used in assessing the student's
school experience:
a) satisfactory at this stage
b) unsatisfactory at this stage
c) unsuitable for teaching.
Towards the end of the final school experience, external
assessors visited a sample of students, and their views were
incorporated into the final report. Grades were awarded
at the end of the third school experience in terms of
Distinction, Credit, Pass and Fail.
These were the formal details of assessment which pro-
vided indications to tutors, students and teachers of the
kind of technical and professional competence which new
recruits would be expected to demonstrate.	 However, it
tells us little about the process of assessment. We now turn
to the constructs and typifications used by professional
studies tutors in their formal and informal assessment of
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student teachers. By focusing on detailed interview data
from each of the tutors, together with data from fieldnotes,
it will be possible to examine the taken-for-granted and
common-sense aspects of student teacher assessment. This
will reveal the relative importance of personal and social
qualities as opposed to technical ability in a range of teach-
ing skills, and the salience of the hidden yedagogy, for
judgements about teacher competence.
In general, both tutors regarded the process of becoming
a teacher as a developmental one: students were expected to
build on, and become more competent in, the skills of teach-
ing, and gradually increase in confidence over each period
of school experience, so that, by the final school experience
they would be able to take on the full role of the teacher.
Gerald Lewis gave me a graphic description of this process:
.there's a little sort of diagram which used to
occur in one of the school experience booklets which
used/use us amusement, partly because we knew it
caused amusement in schools, and that was a diagram of
some stickmen, and the stickmen progressed upwards in
height, so they started with a little stickman and a
big stickman, and the little stickman represented the
student on the first school experience and the big
stickman represented the teacher. In other words, on
the first school experience, the student was very
small in comparison with the teacher, and was heavily
dependent on the teacher .....and then the second sort
of diagram in that sort of series was the little stick-
man a bit bigger and the big stickman a little smaller,
but still a differentiation between them, so that one
was demonstrating increased independence by the student,
but still having to depend on the teacher's help, and
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then the final diagram they were equal in height.
So one was really saying that your expectation.
it was a sort of growing expectation over the three
school experiences, that you saw students starting
off being very heavily dependent on the teachers in
the main and gradually developing self-confidence,
independence and self-determination, so that by the
final school experience, if not before, one was
looking for students demonstrating a complete ability
to take over the role of the teacher, insofar as
within a matter of months, assuming they were successful,
that would be exactly the role they would be expected to
take....on September 1st in some cases they would
be into a school and expected to carry out that role.
Over the year students were expected to become increasingly
independent, self-confident and able to carry out the
activities and responsibilities of teachers with increasing
competence, and without the assistance of colleagues. The
diagram described by Gerald Lewis suggests a status transition
from student/learner to teacher; a status equal to those who
were previously the student's own teachers in that period of
status transition.
Implicit in this portrait of the developmental process
of the professional studies year was an assumption that the
expectations of students as potential teachers would
increase with each school experience. This was true regarding
both the technical teaching skills which students had to
acquire and those elements of 'professional' competence
which could not be directly taught.	 Paul Brown told me
what he expected of students on the first school experience:
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One of the important things is whether they can relate
well to children....ummm, whether they can manage the
sort of situations they'll meet with a class. I mean,
those two things are obviously related. Also, looking
on the first practice to see whether they've picked up
the basic essentials of planning and preparation -
planning lessons, whether they go through the kind of
model that we've talked to them about, thinking through
objectives, thinking about objectives and sequencing
them appropriately and evaluating pupils' learning. Umm,
don't expect them to be exceptionally good at that. I
mean, they're still going to be fairly naive at that,
but we're looking to see that they go through that
process... .1 think the most important one is the extent
to which they manage to relate well to the pupils and
establish what you'd I suppose call a good working re-
lationship - umm, that's tied up with things like
whether they've managed to control the class, whether
they've picked up the basic skills of gaining attention
and not starting until they've got it - those things
I think are very important on the first practice.
Central to Paul's Brown's expectations were the two distinct,
but inter-related elements of teacher competence. The most
important thing for him concerned the student's ability to
relate to, manage and control the pupils. The second element
concerned whether or not the student picked up the basic
technical skills of planning and preparing lessons as taught
in their college studies. These were general expectations
of students on the first school experience, but it is
important to note the priority attached to teacher-pupil
relationships and classroom management' because it was this
which was of prime concern to the tutors, and formed the basis
for assessing students' progress. 	 This was confirmed by
Gerald Lewis. He was quite definite about what he would look
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for in students on their first school experience.
I don't expect them to behave like experienced
teachers, but I do expect them to show that they can
control the class and issue instructions clearly
and confidently.
The tutors were not however necessarily looking for
demonstrable ability so much as some indication, minimally,
of its potential. It was recognised that students started
the professional studies year at markedly different levels
of competence in their ability to undertake the role of
teacher, particularly in relation to effective classroom
management:
GL: the graph line is not the same for everybody -
in some cases, some people demonstrated quite
incredible competence on their first school
experience, and therefore in their cases one
was simply looking for a refinement or an
extension, or sustaining that particular promise.
In other cases, people were clearly not ready
to undertake even the most limited role that
we would expect most students to do, and in
those cases, umm, one was in the business of,
umm, being really, umm, really far more supportive
and helpful than you would be in others, and
simply hoping, you know, that there was a
potential there and it was worth carrying on .....
Like all teaching, the education of teachers inevitably
involves a great deal of differential assessment. This was
formally institutionalised at the end of the course in terms
of the grade categories of pass, fail, and so on. Informally,
differential assessment was also a constant activity on the
part of the tutors. Tutors made judgements about students'
classroom competence even before they went on school experience:
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GL: you can predict for most students what they are
likely to be like in the classroom. There are
various clues: their general confidence, the
micro-teaching, when they speak in seminars,
their personality in general....
Informal assessments were then rapidly confirmed or reviewed
after the student had been seen 'in action' in the classroom.
In the second week of the first school experience, after
Paul Brown had visited each of his students in school once,
I asked him if he was able to tell at this stage whether they
were likely to make out at teaching. He told me he had a
'pretty good idea'; most of the students were 'doing O.K.,
although they're all much too tolerant of things like noise
levels'.	 He said he was able to place all the students in
rank order according to how good a teacher they were likely
to become. For instance:
Becky: I'm very pleased with her - she's very
enthusiastic and anxious to be a good teajher.
She's working very hard and has developed a
sympathetic and firm relationship with the kids.
Mike:	 ..... is doing extremely well, he's very
conscientious, is preparing in detail and
learning from his lesson evaluations. He's
involved in things at lunchtimes and after-
school football practices - and he still manages
to have a social life
Rachel: She was very anxious about the whole thing,
and consequently she's very sharp and strict
with the kids	 in fact, she's too hard really,
she shouts at them - but that's because she's
still nervous and anxious.
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Paula. is doing all right, I'm not really
worried about her, she's working hard. She's
a bit aggressive in her approach, but .....
Francis: He's my main worry; he's not getting on at
all well, he's much too hesitant and quiet...
What is noticeable about all these comments on student
teachers is the reference to the personal characteristics
of students - enthusiasm, working hard, sharpness, hesitancy,
nervousness and so on. These appeared to be the most salient
criteria in evaluatng students, particularly at the early
stages of the course.	 The 'good' student after the first
school experience had a degree of self-confidence, was working
hard in terms of preparation and in the classroom, was
enthusiastic and 'dynamic', and above all, was able to main-
tain control in the classroom. 	 Not all students lived up
to such expectations.
Each year, a small number of students on one or other
of their school experiences were assessed as 'unsatisfactory
at this stage' . The grounds for this were apparently quite
varied, including insufficient preparation and planning,
problems related to relationships with pupils or unsatis-
factory relationships with school staff. However, as Gerald
Lewis pointed out, 'whatever the reason, it wouldn't be so
gross that we thought they were unsuitable for teaching .....
it would simply be matters that we thought capable of
remediation .....'.	 Such remedial work might take place via
intense tutorial work in college, or through extra micro-
teaching sessions, extra observation in schools or extra
teaching practice. In short, the weakness would be defined
and the student receive support and help in overcoming that
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weakness. This was the logic behind the grading system of
school experience, and its justification. In practice
however, it was evident that the process did not always work
as Gerald Lewis described.
For example, students were sometimes classified as
'unsatisfactory at this stage' even when the tutor thought
they were 'unsuitable for teaching'. Furthermore, defining
a student's weaknesses and setting up a remedial programme
of action was neither nearly as straightforward nor as
feasible as Gerald Lewis implied.	 This was partly a function
of the difficulties inherent in grading students and
assessing teaching competence, issues discussed more fully
below, and partly because students were often assessed as
unsatisfactory when they did not display the personal and
social competences expected. This seemed to have been the
case with Kerry.
At the end of the second week of school experien.ce, Paul
Brown had visited each of his students in school at least
once. On the Friday of the second week, I joined him on
visits. He told me he intended to visit Kerry first of all
because she did not appear to be making out: her subject
tutor and the school were in agreement that she was not very
good. In Paul Brown's opinion, Kerry was 'bone idle, she
needs a good slap on the wrists to get her working harder'.
On arrival at Brooklarids Middle School where Kerry was
placed, we discovered she was taking a swimming lesson with
the P.E. staff at the swimming baths some miles away. Paul
Brown took the opportunity to ask the Senior Mistress whether
Kerry was making any progress: had she become 'more dynamic'
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or 'shown any initiative' in the classroom? Apparently she
had not.
On our arrival at the swimming baths, Kerry seemed
somewhat taken aback to see us and said she had not been
expecting a visit. She seemed flustered and immediately told
Paul Brown her lesson evaluations were not up to date. Paul
Brown told her not to worry: he felt like getting wet and
she should carry on as normal. 8	Kerry was working with a
group of seven ten-year olds at one end of the pooi, while
two teachers took the rest of the class at the other end.
It was extremely noisy, with children splashing and shouting
and teachers necessarily raising their voices to make them-
selves heard. Kerry was conscious of our presence in observ-
ing her - we sat at the side of her end of the pool -
consequently her attention was not fully with the seven
pupils. Kerry's group were the non-swimmers and they were
swimming widths with the aid of floats and arm-bands and
jumping in and out of the water. Kerry spoke to pupils as
they demanded her attention and suggested particular activi-
ties, but mostly the pupils were left to get on with whatever
they were doing in the water: splashing, jumping, standing,
watching one another, attempting a few strokes. In contrast
to the two teachers, who were constantly on the move,
organising, instructing, praising and criticising their group
of pupils, Kerry's teaching style was inactive and
unassertive.
At the end of the lesson, as the pupils changed, Paul
Brown spoke to Kerry while I glanced through her file. I
did not hear much- of what was said because it was still very
noisy. Moreover, because Kerry had seemed so nervous about
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the visit I did not want to appear to be listening. Later,
in the car, Paul Brown gave me his assessment; his tone
indicated he was irritated and angry with Kerry:
She was very defensive ... she made excuses about
lesson evaluations and about the lesson itself,
saying that it had suddenly been changed, so she
wasn't able to do what she'd planned... as I
pointed out to her, as a P.E. specialist, she should
be able to adapt to that situation and devise some-
thing appropriate . . . she must have told me about ten
times that her eyes were smarting from the chlorine,
and that she was tired . . . when I was talking to her,
I wanted to get her angry, to make her say something,
but she didn't; she just agreed with everything I
said or made excuses. In the lesson criticism, I
said I was disappointed, but that there was nothing
disastrous about her teaching, she needs to be more
dynamic . . .	 In the lesson I saw last week, she got
the class to talk about dreams for a while, and then
left them to write about a dream for fifty minutes.
Some of them finished long before that, but she
just sat at her desk and watched - though she did
wander around once or twice. She seems to think
teaching is about keeping the kids busy; so long as
they are occupied, it's O.K., that's all you have
do. I wonder if she's aware that she isn't doing as
expected?9
Paul Brown's comments on Kerry had the tone of an
exasperated teacher attempting to deal with a recalcitrant
pupil. From his point of view, Kerry was not working hard
enough, she was lazy and made excuses, she was not 'dynamic'.
Kerry was failing not so much on the grounds of teaching
technique but because she was not demonstrating the personal
and social characteristics necessary for effective teaching.
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This	 is significant as it lends support to the view that
the grounds for differentiation of student teachers, as for
pupils, may be as much to do with social competence as
academic or technical competence (Mardle and Walker, 1980).
This raises questions about the possibility of bias in
making judgements and the significance of social factors
such as class, gender and ethnicity for an understanding of
tutor-student interaction and assessment processes. For
example, gender has been recognised as a significant factor
structuring interaction in other educational contexts and
it is reasonable to assume that it has some significance in
the context of teacher education.	 Thus Kerry's 'passive'
and 'apologetic' resistance was regarded by Paul Brown as
a personal failing on her part. His response was to try and
provoke a more 'active' reaction from her by metaphorically
'slapping her wrists'. This comment in itself reflects a
tutor-student relationship founded on both age and gender
differences which generate inequalities of power conducive
to unconscious sexism.
The significance of gender to an understanding of tutor
assessments of teacher competence is also lent support by
comparative consideration of Gerald Lewis's comments on
Derek, a student who was not regarded as 'unsatisfactory'
but nonetheless was perceived as experiencing some problems
on school experience.
As we have seen in Chapter 6, Derek had some difficulties
in P.E. classes in establishing his definition of the
situation over the strong rule frame established by the class
teacher.	 For Gerald Lewis the problems were of Derek's own
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making: he had difficulty asserting himself, and in
'projecting his personality to the pupils'. This was so
despite his having 'everything going for him, in that he's
a big lad and looks older than twenty, but he's not
making enough of himself'. 	 Thus although Derek possessed
personal and social characteristics which would lend him
status and authority as a teacher (physique, age, gender)
he lacked the underlying personality characteristics which
would enable him to use these to his advantage. In Gerald
Lewis's terms he tended to 'lack self-confidence, the ability
to immerse himself in the job and lose his inhibitions'
Gerald Lewis told me that Derek had been made aware of
these problems by college tutors and the school staff.
Accordingly Gerald Lewis said that what Derek really needed
was a 'kick up the pants': he knew what was wrong and he
was aware of the problem; he knew what he had to do and he
should 'jolly well get on with it'.
A number of questions and issues relating to gender
are raised by a consideration of these two cases, issues
in need of much further research. First, although there is
a growing literature on gender and education in relation
to teachers and pupils, there is little analysis of the
significance of gender for teacher education. The above
cases suggest that sex-stereotyping and sexism exist in
college (teacher education) as well as school contexts.
This is a question of latent and unconscious processes which
seemingly treat both sexes equally but which in fact rein-
force, by failing to challenge, assumptions about gender
which are taken for granted both in wider society and in
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teacher culture. While Kerry is regarded as in need of a
'slap on the wrists', Derek requires a 'kick up the pants'.
The extent to which these are instances of sexist assumptions
and language is of course open to debate, but it does raise
the question of how gender (and age) differences structure
student-tutor interaction. The relationships are complex
and need to take into account class and ethnicity as well,
but as regards teacher education the interrelationship of
gender and age is of particular interest.'0
There is also the question of how far gender related
characteristics influence the assessment of teacher competence.
Beynon (1985) shows how pupils and senior teachers in Lower
School regarded women teachers as 'soft', and macho
disciplinarianism as a mark of competence. Again there are
no simple distinctions which can be made: 	 'soft' male
teachers are regarded with as much (more?) contempt as
women teachers. However, the question is raised as to how
far traditionally masculine characteristics ranging from
physique to authoritarianism are perceived as assets in
teaching - particularly in relation to the fundamental pre-
requisite of the ability to control the class. Teachers
who lack such characteristics are seen as wanting in
comparison.''	 The very use of the terms 'hard' and 'soft'
to describe teachers has gender related connotations.12
The whole question of gender relations, sexism and
sex-stereotyping in teaching is one sociologists have only
recently begun to address. The data presented here suggest
that the assessment of students as potential teachers is in
practice centred on a narrow range of personal and social
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qualities. These relate to self-confidence, work habits,
'dynamism' in the classroom and fundamentally, classroom
control. The ways in which gender and other social relations
shape such assessments is in need of further research. This
is not to say social and personal characteristics are the
sole criteria of assessment, but it is to argue that such
criteria are the most fundamental and taken-for-granted. In
short, if a student does not possess these attributes or
meet these expectations, they are likely to be regarded as
'not making out s or, less seriously, as lacking in some
quality necessary for good teaching. The important point is
that the tutors' key constructs related primarily to aspects
of the student's personality. The tutors appeared to think
of and assess students primarily not in terms of technical
competence but of personality attributes which were regarded
as important to good teaching. Once this basic level of
personal competence was confirmed , though clearly to varying
degrees, the assessment of students might then move to more
technical criteria of competence in specific teaching skills.
Paul Brown told me that on the second school experience,
as well as looking for an extension of the qualities and
skills expected in the first school experience, he also began
to ask more directly whether the pupils were actually
learning anything. I asked him how he could tell whether
students were teaching, and pupils learning. It was possible
he said, by comparing pupils' work with what they had done
before, or by assessing the extent to which the pupils
seemed to be achieving objectives set by the student.
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I think I also look for the extent to which the
class as a whole seem to be doing these things,
and not just one or two pupils. I think that
there's some intangible things too - difficult
to put your finger on it, but you can judge
whether a class seems to be taking it in or
not - that's not very objective, but then perhaps
it's not a very objective thing.
This is a clear statement about the assessment of the
student teacher's competence: a tangled web of intangibles
and subjective 'professional' judgements, together with
more objective criteria and means of evaluating potential
teacher competence. Tutors were concerned that students
should coriceptualise teaching in terms of pupil learning
(see Chapter 3).
	
The extent to which students did this
could be assessed in a relatively straightforward way:
There are the students' records of what the pupils
are learning, and that's quite important actually -
do they actually record anything about pupils
learning, or do they just keep a record of marks,
which may not actually tell you anything . . . I'd
like to be sure that they know what their records
mean in terms of pupils learning. I'm not sure
they're very good at that. You sometimes find a lot
of grades or marks, and I fairly consistently ask
students what they mean, and, umm, sometimes they
don't know, or sometimes they have fairly naive
ideas of what the marks mean. I can remember writing
- quite frequently over the last couple of practices
- 'how are you making use of your records?', 'how
are you actually taking the records that you've got
and planning subsequent lessons?' I think that's
a great weakness . .
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Nonetheless, such technical weaknesses did not provide
sufficient grounds for 'failure'. Before looking more
closely at the grounds for a student's being assessed as
'unsuitable for teaching', I want to focus on the process
by which students were allocated to schools for their
blocks of school experience. In doing so we switch from
a consideration of the 'educationist' context to the
'teacher' context.
School experience schools
A task facing the professional studies tutor three times
is
in the academic year/placing students in schools for each
of the blocks of school experience. Given that the
'success' or otherwise of the students' school experience
and tutors' assessments of their 'suitability' for teaching
may depend in part on the school in which they are located,
I was interested in how tutors chose schools for school
experience and the process by which students were allocated
to these schools.
Early in the academic year, Gerald Lewis, in his
capacity as college tutor responsible for school experience,
wrote to schools in the county asking whether they were
willing to offer places for school experience and, if so,
in which areas of the curriculum. In this way the schools
and placements for school experience were determined by
the schools. At one time every school in the county was
approached as a matter of course, but, in a period of de-
clining student numbers this was not practicable. Smaller
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schools with fewer facilities, and those geographically
furthest from the college were less likely to be asked to
offer student placements. Students did sometimes end up
in such schools, perhaps because they lived in that part
of the county and/or because they had particularly requested
a placement in a specific area or school. If the placement
so requested could be arranged to the satisfaction of both
the school and the college tutor, then it generally went
ahead. However, in a situation where the potential supply
of school experience places outweighed demand, and where
students were not in a position to make specific requests,
the professional studies tutors were able to choose schools
and placements for school experience. There were two basic
stages to the process by which students were allocated
to placements, although often the stages were interdependent.
The first stage involving the selection of schools was
determined largely by the tutors' relationship with the
school and its staff. The second stage involved the tutor
in 'matching' student and school. I will consider each of
these stages in turn.
Both tutors told me that they tended to use the same
schools each year. These were schools which as Gerald Lewis
said 'we are familiar with in the sense that we've built up
over the years a relationship'. This was the main criterion
used by the tutors in their choice of schools. For Paul
Brown, the quality of the relationship with a school was
somewhat intangible:
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I go into schools where I actually get on well
with the staff, and where the staff are prepared
to give me a bit of time. There are some schools
- can't put my finger on it - but there are some
schools where you feel you can walk into the staff-
room and sit down and not be stared at as a
stranger, you know. Then in other schools, uhh,
you knock on the door,- you open it, and you know
that either you're going to be stared at vaguely
or, or people are going to ignore you, and not even
say, you know 'can we help you?'	 11mm, you just
feel uncomfortable. . . . I suppose in a sense you
have a blacklist in the back of your mind . . . uhh,
where . . . you don't particularly want to go to
some schools unless you're stuck for places, and
then you'll go ahead and use them.
Paul Brown evidently found some schools more welcoming than
others and avoided using those where he felt 'uncomfortable'.
This was largely a result of whether he was made to feel
welcome in the school staffroom, the place where as a
regular but unannounced visitor he was most likely to have
contact with school staff. 	 Inevitably the more frequently
a school was used for placements, the more opportunity there
was for developing a positive relationship with school staff
and for becoming known. For this reason, schools where it
was difficult to build such a relationship were 'blacklisted'
and schools used infrequently might be avoided because of
the possibility one might be regarded with indifference or
even hostility.
Gerald Lewis recognised that building a strong associ-
ation with school staff was sometimes difficult because of
elements of real or assumed disapprobation in the contact
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between teacher educator and school teacher.
you are an outsider coming into someone else's
domain. You are putting yourself up, whether you
like it or not, as an expert in teacher training, or
in teacher training methods, and many, many teachers
are slightly resentful about that, and therefore to
some extent, there is an undercurrent and an element
of 'oh, what's he doing here?' and 'is he coming in
here to tell us what to do?' and so forth . . . and
therefore, umm, you have to be careful, and so you
end up by being the diplomat, or at least I do, and
I suspect a lot of other people do as well .
The difficulty of establishing positive professional
relationships with school staff is rooted, as Gerald Lewis
seemed to recognise, in the culture of teaching. The culture
of individualism which is part of the hidden pedagogy of
teaching and strongly defended in teachers' claims to
autonomy and competence is threatened by the presence of
outsiders, especially those who have a 'legitimate' right
to observe. Teachers do not like to be observed, particularly
when such observation is explicitly evaluative. Hargreaves
(1980, 1982) has argued these points forcefully in his
analyses of teacher culture, showing how relations between
colleagues in school are characterised by sensitivities in
matters of status and competence. The teacher educator as
a presence in school and even in the classroom can only
serve to heighten such anxieties. As an 'expert' in
teaching, with a high status occupation in the field of edu-
cation and a legitimate mandate for observation and evalu-
ation - though of course not directly of the teacher - the
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professional studies tutor is likely to be perceived with
some hostility.	 Gerald Lewis recognised these 'under-
currents' of hostility.	 He acknowledged that building a
relationship with school staff demanded sensitivity in
managing the teacher educator role. Relationships with
particular schools and their staff, built up over a number
of years, were therefore likely to be more positive. Schools
where, as Gerald Lewis put it, 'we've inbuilt our expect-
ations; they've got to know us and we've got to know them'.
The relationship between the professional studies tutor
and school staff was not the only factor shaping tutors
choice of school. A significant factor was the way in
which the school staff fulfilled their role in the student
teachers' school experience:
PB: some schools don't appear to give the students
as much support as others, they don't . . . help
them. They don't recognise that school experience
is a fairly traumatic situation, that you have
to burn the midnight oil a lot, and the demands
from college . . . that, perhaps don't recognise
that as much as other schools do, and so I prefer
to go to schools where students are going to get
that kind of support, where demands are made,
but, you know, there's sympathy . . . schools that
will be honest with you about students, and will
also help the students, give them time, give
them a decent timetable, read all the bumph that
we send them, and try to apply it....
The willingness of school staff to be supportive of student
teachers was an important criterionfor tutors in choosing
schools.	 Such support involved staff having realistic
expectations of students as student teachers, recognising the
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demands on students emotionally and in relation to workload
and providing sympathetic guidance in line with the expect-
ations of the college. Schools which failed to become
acquainted with these expectations, via the 'School Experience
Booklet' or through their relationship with college tutors
were likely to be 'blacklisted'.
So, just as teaching was seen as dependent upon the
development of good teacher-pupil relationships, so school
experience was also regarded as dependent upon 'good re-
lationships': between college tutor and school staff and
between student teacher and teachers. Both tutors felt that
schools with which they had developed positive relationships
were also those most supportive towards students. This
explains the tendency to use the same schools year after
year. Schools where the staff regarded college tutors with
a degree of suspicion or even hostility made the development
of that relationship difficult for the tutor and were as a
consequence less likely to learn what was expected in
supervising and providing student teachers with school
experience. Such schools thus tended to be avoided by pro-
fessional studies tutors for school experience purposes.
Professional studies tutors had a basic register of
schools used for school experience, avoiding schools with
which they were unfamiliar or had previously 'blacklisted'.
Avoiding such schools was not always possible. This is evident
if we consider how students were allocated to particular
schools. Finding placements was a question of matching
student with school, and although it was experienced by
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tutors as relatively unproblematic, it was an extremely
complex process involving the balancing out of a number
of different factors.
'Matching' students and schools
The 'matching' process involved many criteria, some
of which were quite straightforward and might be regarded
as relatively objective, while others were related to the
tutor's assessment of students' 'needs', and might be re-
garded as more subjective.
The most basic consideration in matching students to
schools was the offers of school experience places in
relation to particular subject areas and age ranges. Schools
sometimes made very specific requests. For example, Paul
Brown told me one school that year had specifically asked
for a P.E. specialist as they were temporarily short-staffed.
A P.E. specialist was therefore placed in that school. Of
course, offers by schools and students' specialisms did not
always match up, and it was for this reason that approaches
might be made to schools with which the tutor was not
familiar or even schools which were 'blacklisted'. Some-
times a school which was frequently used for school experience
might prove unsuitable for a particular student. This
happened in the case of Francis. He had originally been
placed in one school, but, according to Paul Brown, after a
couple of preliminary visits, it became clear that it was
unsuitable because he was working with a probationary teacher
who 'wasn't very successful', so it was 'absolutely essential
that we moved him, both for his sake and for the sake of the
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probationary teacher'.
Another 'objective' criterion taken into account by the
tutor in placing students was travel. Most students had to
be prepared to travel out of town on at least one of their
school experiences, but care was taken not to create
serious travelling problems. Partly for this reason (taxis
were used by the college to get groups of students to and
from school), and partly as a matter of policy, students
tended to be placed in pairs or threes in a particular school
rather than singly. Having two or more students in a parti-
cular school introduced constraints on allocation, for not
only did the tutor have to match students and schools, but
he also had to bear in mind the relationships between
students within the group. For example, Paul Brown placed
two mature students together for both their second and third
school experiences, 'because they knew each other, were
both mature students, and they could travel together , from
home ...'.	 Sometimes students expressed their own
preferences regarding placements. In general, tutors were
sympathetic to students' requests:
GL:	 . . just to give an example, if they'd been in,
umm, a formally-run school, a very traditionally-
organised school, and umm, seem to have been
unhappy in that situation, although they hadnt
had any disasters, you know, one might have got
the feeling, and they expressed the view that
they would much prefer to work in a slightly
less structured environment, or perhaps in a
more informally organised department or something,
we would try to look after them, and find a school
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that might be able to offer them those
sort of facilities on another practice.
Gerald Lewis felt a major criterion in allocating
students to schools was students' 'needs' s	'[we] look at
the student, and at his or her apparent needs, umm, and,
as far as it was possible, try to put them in a school which
meets these needs criteria'. This implied students were
carefully matched to schools, but Paul Brown did not feel
this was always an important consideration:
Sometimes it doesn't really matter where you put
a student, they're going to be alright, it's
going to be a useful experience for them. I
wouldn't .. I wouldn't say that it's a problem
trying to fit students into particular schools
because for the vast majority of students it's not
a major concern because they'll profit from the
experience they'll get, but there are some instances
where you feel it is important to try to place
students in a particular kind of school, or avoid
placing them in a particular kind of school.
For both tutors, the matching process involved some judgement
of student 'needs' .	 However, as was implied by Paul Brown,
only some students were regarded as having 'needs' which
had to be taken into account. As Gerald Lewis said, for
many students there was an element of 'arbitrariness'; all
students were not clinically and carefully placed in a school:
I don't wish to overemphasise or give a false
impression that every student is carefully placed
to a school, umm . . . that, umm, a very sort of
detailed investigative process beforehand ... one
would have to say that there is an element of
arbitrariness as well.
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Often it was a matter of allocating the student to the only
available offer of a placement in a school suitable in terms
of subject and age range. Nonetheless, a number of students
were carefully placed, on the basis of theit assessed 'needs'.
Two basic strategies were discernible in the tutors'
allocation of students to schools:.
	
'protection'
and 'testing out'.	 Protection involved allocating a
student to a school placement which the tutor believed
would provide opportune conditions for the student to
demonstrate competence.	 The objective was to safeguard the
student's competence.	 Meanwhile, testing out was about
checking the student's competence. It involved an allocation
to a school which would make demands on the student's ability
to cope. Becky was 'tested out' and 'protected' by Paul
Brown.	 Becky had been marked out as a 'good' student on
her first school experience:
• . with the good students, you want to place
them somewhere they'll be able to show their real
ability. Therefore I suppose I placed Becky Kemp
out at Grampton because I thought she would really
be successful there ... umm, I placed Mike Pearson
and Becky at Silton High for their second one
because they were both quite successful on their
first, and I felt that it would be the right sort
of challenge for them on their second. They both
actually responded very well to it, umm, I didn't
give them as tough a school on their final practice.
Becky's abilities as a teacher were 'tested out' on the
second school experience in the challenge of a 'tough'
school.	 Having proved herself, Paul Brown sought to provide
her with the optimum chances of success by adopting a
strategy of 'protection' in the chDice of school for the
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final school experience.13
'Protection' was not confined to 'strong' students.
Paul Brown adopted the same strategy with students he re-
garded as 'weak' or as having problems:
I placed Adrian Moston at one school because I
knew he would stand abetter chance of success...
the boy's school, where there's a fairly authori-
tarian regime operating, which gave him the sort
of support he needed.
As an identifiable strategy in tutors' placement of students
'protection' thus involved allocation to a school defined
by the tutor as 'easy', or, more accurately, 'not tough'. The
strategy was adopted when the tutors wanted to ensure, or
at least provide optimum conditions for, the student's
survival. Underlying this strategy, and that of 'testing
out', were two taken-for--granted typifications: the first of
students as either 'strong' or 'weak', and the second of
schools as either 'tough' or 'easy'. But what do these
typifications involve?
Gerald Lewis quite deliberately 'protected' some
students.	 He described how he had consciously 'protected'
Derek in each of the three school experiences:
• . . he's a delightful chap, with many, many of the
attributes I would want teachers to have and to
display, and if I could endow teachers with some
attitudes, some of the ones he displayed, it would
be them; he was compassionate, he was humane, he
was interested in children, he had a very nice manner
with him, what he lacked wa the sort of positive
assertion/even 'aggression' (in inverted commas),
which might at times be necessary in certain . . in
a class management sense: Umm, and yet I saw
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attributes in that particular student which I
didn't want squashing, and therefore I deliberately
throughout the three school experiences have protected
him, in the sense that on each of the three school
experiences he has been allocated to an 'easy' (in
inverted commas), school. Umm, now I did consider
testing him out and sending him to a tough school,
but I suspect that it might have, uhh, broken Derek.
And there is the philosophy 'make or break', but I
didn't particularly want to break him, because I
thought that he had a great deal to offer to teaching,
and I would much prefer that he gradually and gently
began to realise the importance of a bit more steel
in his veins than would have happened had I thrust
him in at the deep end of a very difficult school. I
suspect that he possibly wouldn't have survived, and
because of his other qualities, I think that would
have been a shame.
Like Paul Brown, Gerald Lewis also used 'protection' as a
means of ensuring a student's survival. Derek was placed in
an 'easy' school because Gerald Lewis feared he might not
have survived a 'tough' school. What is particularly inter-
esting here is the implied and unspoken assumptions about
what constitutes 'tough' and 'easy' schools. 	 'Tough' schools
were those which created problems for teachers in terms of
classroom management and control;	 'easy' schools were not
regarded as problematic in this way. By definition, allo-
cating a student to a 'tough' school cannot constitute
'protection'.	 An 'easy' school gives the student optimum
conditions for success.	 It is probably true that 'weak'
students were more protected than 'strong' students, but
there was no simple relationship between strong and weak
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students and tough and easy schools. Strong students were
protected for similar reasons to weak students - to ensure
or optimise the student's chances of success; to provide
conditions which did not strongly challenge their ability to
cope. But what is a 'weak' student? Students were not
unequivocally perceived as 'strong' or 'weak' by their tutors
- Gerald Lewis'. comments on Derek support this. Derek was
only weak in his ability to control classes: he lacked the
necessary 'aggression' or 'steel'. In all other respects
Derek, as is evident from what Gerald Lewis said, was an
extremely 'strong' student: he had qualities which Gerald
Lewis regarded highly in potential teachers.
	 'Weakness' was
virtually always defined in terms of classroom control.
However, students weak in this sense did not automatically
get 'protection';	 Gerald Lewis explicitly stated that he
considered 'testing out' Derek.
In attempting to uncover the taken-for-granted assumptions
which lay behind the professional studies tutors' 'matching'
strategies, we again reveal the significance of the hidden
pedagogy and its basic premise of classroom control. The
typifications, of students as 'strong' and 'weak', and of
schools as 'easy' or 'tough', revolve around the notion of
control.	 This is confirmed if we consider in more detail
the strategy of 'testing out'.
'Testing out' as an identifiable strategy in tutors'
placement of students was in many ways diametrically opposed
to protection. Testing out involved placement in a 'tough'
or 'difficult' school - by definition, allocating a student
to an 'easy' school could not constitute 'testing out'. This
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strategy was adopted when tutors wanted to stretch the
abilities of students and/or confront them with something of
a challenge.	 Like 'protection', it was based on an assess-
ment of the student's needs, made by the tutor. 	 Both tutors
believed generally in the principle of testing out students
with difficult classes, but this was to be carefully balanced
with protection, and, as they emphasised, it depended on
the student:
It depends upon the state, the state of development
the student's got to. I mean, I wouldn't object to
giving a student a difficult class on the final
practice, because I think that's an important test,
but on a second practice, I might say, 'well, I don't
think that's a good idea for this particular student,
to have a very difficult class'. O.K., give them a
class where one or two children might be challenging,
but don't give them a class of rebellious children,
because they'll just take him apart. I mean, leave
that for the final practice maybe. At least on the
second practice try to give them a bit of confidence
that they can handle classes, and that they can teach.
In principle, Paul Brown believed in testing out students
with difficult classes, but he implied that such a strategy
was generally more appropriate to a final school experience.
On second school experiences, students needed a certain
amount of protection in order to develop their self-confidence.
This general statement of principle stands in contrast to the
way in which Becky was allocated to schools on her second and
third school experiences.	 Becky's 'state of development'
was assessed by Paul Brown to be fairly advanced, and testing
out was appropriate on her second practice. Testing out
could, however, be justified on other grounds. Paul Brown
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told me he sometimes put students in 'tough' schools, to
sort them out for their own good' ; with a 'weak' student
it 'wasn't justifiable to give them an easy school'.
Like 'protection', 'testing out' may be a strategy
applied to either strong or weak students. For strong
students it represents a challenge in order to develop com-
petence, particularly relating to classroom management and
control skills. For weak students - remembering that
'weakness' is defined primarily in relation to classroom con-
trol - it represents a make or break means of determining
the student's actual competence.
Testing out could involve a certain amount of risk for
the tutors. Protection was generally a fairly safe option,'4
while testing out could make demands which students were
unable to meet.	 The decision to test out a student had to
be made with a great deal of care. Gerald Lewis told me
how he came to the decision to test out one student on her
final school experience:
one of the students performed, umm, err,
quite well in a school, a relatively easy school,
or two easy schools, on the first two practices,
but I just had a suspicion that she wasn't really
pulling out all the stops, and that she hadn't
been put in a demanding enough school situation.
Umm, and I thought there was more to her than she
was showing, and she was coasting a little bit, so
I made a decision to put her in a slightly more
difficult situation, umm, to test her out.
MS: And was that successful?
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Well, it wasn't successful [laugh] it was successful
in the sense that it confirmed my view, but it wasn't
successful in the sense that she didn't do as well
ultimately as, umm, her potential and promise had
seemed to show; so you could say that as a result of
my placement she ended up not doing as well as she
originally might have done, but on the other hand,
what it did do was confirm my judgement that there had
been an element of coasting and freewheeling, and that
her promise, so called, had been a bit related to the
fact that no demands were being made on her, and as
soon as slightly more demands were being made, there
wasn't as much underneath there as I think the practice
had shown, so maybe it was successful in the sense
that it was necessary to highlight that and to demons-
trate that, but I suppose that she would say that it
wasn't successful. In fact, you know, during the
actual practice she did say, 'oh gosh, why have you
put me here?' because things hadn't worked out so well.
The decision to test out this student was a result of Gerald
Lewis's assessment that she was not 'pulling out all the
stops' and that she was 'coasting'. Again the assessment
was made on the grounds of the student's personal qualities,
and not on teaching competence. There was explicit recog-
nition by Gerald Lewis that testing out involved a risk
for this student. In fact, the strategy did not work out
from the student's point of view, since she did less well
than she might have done had she been assigned to an 'easy'
school
This discussion of the strategies used by tutors in the
process of allocating students to schools draws attention
again to the significance, in teacher educators' perspectives,
of certain common sense assumptions about teachers and teaching.
The data reported here point to the -way in which typifications
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of student teachers as 'strong' or 'weak' were related to
judgements about students' personal and social qualities
according to a narrow range of criteria. Such judgements,
legitimated with reference to the concept of 'student needs',
often formed the basis for allocations of school experience
placements.	 Students were-matched to appropriate schools
via strategies of 'protection' and 'testing out'. This
involved reference to taken-for-granted typifications of
schools as either 'easy' or 'tough'. I have shown that both
the typifications of the schools and of student teachers were
implicitly bound up with assumptions relating to classroom
control.	 The salience of the hidden pedagogy is again
revealed.
This analysis supports Denscombe's (1982) argument that
the hidden pedagogy carries great weight because it provides
the grounds for estimating the practical competence of
teachers:
the 'competence' of a teacher in the eyes- of a
colleague and pupils for that matter, is not
something to be gauged in terms of the extent to
which a teacher adheres to guidelines laid down
in formal pedagogies. It is, instead, gauged in
terms of the teacher's willingness and ability to
adhere to the informal aims and methods of teaching
which are intrinsic to the classroom context, and
which respond to the practical demands of survival
in class.	 (Denscombe, 1982, p.258)
What Denscombe did not acknowledge, and through his failure
to consider empirically actually denied, was the extent to
which student teacher competence is also gauged by teacher
educators in terms of these informal aims and methods of
teaching.	 This is not to say that other more formal
criteria relating. to the technical skills of teaching are not
also used, but it is to suggest that the hidden pedagogy
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provides the fundamental yardstick against which teacher
competence is assessed. This is further confirmed if we
consider the process of formal assessment from the pro-
fessional tutors' point of view.
'Unsuitable for teaching'?
Discussion of assessment criteria has so far focused
upon what one of the tutors referred to as 'diagnostic'
assessment.	 This pointed to a firm distinction held by
both tutors relating to assessment and evaluation essential
to their role as educators of potential teachers, and
assessment formalised in a certificate at the end of the
course. Paul Brown put the distinction clearly:
....you're not just assessing in a summative way;
in other words, you're not just saying, 'they are
good or they're not good' - it's diagnostic -
you're trying to diagnose the strengths and weak-
nesses .....assessment in a formal sense . . . I
don't think that assessment really takes place,
the formal grading-type assessment doesn't really
take place until nearly a fortnight before the end
of the course, but that doesn't mean you're not
starting to think in that way beforehand, but you're
not firming it up until the last fortnight - that's
what I mean by it doesn't take place until the last
fortnight.	 I mean, before that, it's all trying to
judge what the strengths and weaknesses are....
In fact, students were formally graded as satisfactory or
unsatisfactory at the end of each of the first two school
experiences. For the third and final school experience,
grades were awarded: Distinction, Credit, Pass and Fail.
Although professional studies tutors did not take sole
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responsibility for grading - subject studies tutors,
school staff, and external examiners had important roles -
this was felt by the tutors to be a particularly difficult
and problematic part of their work. Whereas 'diagnostic'
assessment was continuous and, because of its relative
'informality' regarded as proportionately less problematic,
formal grading raised a number of doubts for tutors. This
was partly to do with the fixed and summative nature of such
grading, which was based to some extent on subjective judge-
ments. It was also problematic because of the conflicting
demands of what the tutors perceived as their personal and
professional responsibilities.
The students were extremely concerned - in some cases
obsessed would be a more accurate description - at first
about the possibility of failure, and, later in the course,
about their grade. In the final seminar of the induction
course (the purpose of which was for the students to review
that part of their course), at the start of the professional
studies course, there was an opportunity for students to re-
quest information about the next year's work, and express
their worries. A question from one student about whether
Paul Brown told them early on if he thought they were not cut
out to be teachers provoked fervent discussion about the
possibility of failure. Paul Brown offered reassurances
by saying that students in danger of failing the professional
year were usually aware of it, and often removed themselves
from the course. He went on to say students were also able
to read the written report on their performance in school,
and it came as no. surprise to some who might be advised that
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teaching was not for them. Furthermore, students with
problems were given every possible help and support.
In reassuring the students, Paul Brown rather glossed
over the problems and difficulties to himself and colleagues
when faced with those students - a tiny minority each year -
who at some point in the course are graded as 'unsuitable
for teaching'. The difficulties surrounding this were spelt
out by Gerald Lewis:
One tries to give that grade - as far as possible -
as early as possible. But, again you're into an
inherent difficulty here, that if you give it too
early are you giving the student a fair chance to
see whether they can in fact improve and change and
alter; and, if you give it too late, you're
subjected to....[pause all the inevitable criticism
that, you know, you've allowed this to go on too
long and it's a bit unfair at the end of the day to
say, 'no, you're not suitable'.	 So, if possible, one
tries to give it either at the end of the first, or
at least at the end of the second (school experience).
Now, as it happens this year, umm, we've had three
candidates who, in a sense, have been awarded that
grade, although on the third practice it's called a
'fail', rather than 'unsuitable for teaching' at the
end of their third, and that's unfortunate but, umm,
in each of the three cases, or particularly in two of
the cases anyway, there have been clear indications
of concern before this third practice, and one might
say the reading on the wall hasn't been read
sufficiently closely... .one's also been trying to see
whether they are capable of coming through....
Deciding that a student was unsuitable for teaching was
obviously of great personal importance to the student
concerned, and, in recognising this, tutors were attempting
to balance two conflicting pressures: the pressure to give
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students every chance of 'making the grade', and the demand
not to let students waste time on a course of training in
which they were unlikely to be successful. 	 Personal and
professional obligations to both the student and the teaching
profession were thus difficult to reconcile. In practice
this meant that although there was a commitment to inform
students of 'unsuitability' as soon as possible in the course
(thereby encouraging the student to either withdraw or trans-
fer courses) at the end of the year a very small number of
students did in fact survive the course, only to 'fail'. This
is related to a second aspect of the problem of grading recog-
nised by the tutors:
GL: this is not a precise science that we're in;
we're into professional ,judgement and experience,
and although I would say that, umm, all of us
have got that judgement, it isn't 100% accurate,
because it can't by definition be so, and that
all of us have from time to time been surprised
one way or the other about the performance of
students. .
The tutors recognised that assessing teaching ability relies
more on 'professional judgement' than a precise set of
criteria specifically laid down and weighted. A formal set
of criteria did exist, but, as we have seen, it was little
more than a list of categories about which some evaluation
could be made. Tutors had their own, more subjective criteria.
Paul Brown, for example, used 'two crucial acid tests'
in assessing students on their third school experience. The
first was whether he would allow his own children to be taught
by the potential teacher; the second was whether he would,
if he were a head of department in a school, appoint them to
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a job.
by implication, that means that they must be
exhibiting all the general teaching skills .
they must be capable of identifying what it is they
are trying to teach: objectives, they must have
control of the class in terms of getting their attention,
maintaining it at the appropriate times, providing them
with appropriate activities from which they'll learn.
It means that they should be keeping records, it means
they should be able to manage a questioning session
with the whole class, it means they should be able to
respond to individuals and make demands on them, umm, it
means in a sense having no failings in terms of, you
know, a general list of teaching skills, recognising
that they can't be good at all of them necessarily,
but be showing competence in all the major areas. Umm,
I think that's.. .so we're expecting them to stand on
their own two feet and make decisions for themselves
and justify them.
Professional judgements, it was acknowledged, depended, at
least in part, upon subjective assessments against subjective
criteria. In recognising this, the two professional tutors
experienced the grading process as a difficult, but necessary,
aspect of their work.	 For Gerald Lewis, the possibility that
a student might improve and the recognised fallibility of
professional judgement, meant that the decision to grade a
student as unsuitable for teaching had to be as clear cut as
possible:
It's a very difficult thing to say at the end of the
first practice, or even at the end of a second, 'thou
art not suitable for teaching and never will be'. It
has to be fairly clear-cut for us to say that, and, on
the occasions when I've given it, I have no doubt what-
soever that it was clear-cut and, in the main, students
have recognised that fact themselves.
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Gerald Lewis was confident about the possibility of making a
definitive judgement about teaching competence - or rather
incompetence - and also his own ability to make such a judge-
ment.	 Paul Brown was more sceptical:
It's something that I'm very unhappy about, the
business of, umm, making the definite decision as
to competent or not competent. I'm not sure there
is a very nice, neat dividing line - it's more like
a jagged edge. It worries me a little bit that
people want a cut-and-dried pass/fail. Not sure
there's a way round it, because I think if you're
at the coal-face and you've got all these inexperienced
teachers coming in, you've got to know they can do
the job... .1 can understand people who say, you know,
well, you shouldn't pass people if they can't do the
job at the end of three years, I can understand that.
Despite reservations about the possibility of achieving a
clear-cut assessment of teacher competence, Paul Brown was
precise about the grounds on which he would classify a
student as unsuitable. This revolved around problems of
class management:
Clearly, if someone cannot manage the class and they
can't apply the sort of advice that you would give
them about managing the class... .and if they can't
either try those things out, or, if they try those
things out and they still don't work, then I think
we've got a problem - and so a lot of it is class
management, and often failings are manifested in, you
know, lack of class control, but sometimes it's lack
of class control not because they can't apply those
things, which you might call discipline strategies, but
often because the kids are bored to tears, or they're
not learning, they're not being stretched, or they're
frustrated because it's far too difficult, so sometimes
363
a student might be unsatisfactory because they
haven't pitched the work right, they haven't been
perceptive enough about the pupils to teach them
effectively... .if they can't put it into practice,
then in a sense they're failing, but I think it's
also important that they should start to see their
own failings. If they can't identify their own
strengths and weaknesses, if they're not perceptive
enough to know that they have certain problems -
especially on final experience - then you know you've
got grounds for classifying them as unsatisfactory.
Again, teacher competence is defined in terms of class manage-
ment and control, and incompetence is regarded as a personal
failing on the part of the student teacher - in this case, a
lack of perception.	 Ability to control a class is the most
fundamental pre-condition of successful teaching - it must be
present for certificated competence to be granted.
Given the fundamental importance attached to ability to
maintain control in the classroom and the assumption that
this responsibility rests with the individual classroom
teacher, one might expect, as Denscombe (1985, p.4l) comments,
that 'clear guidance on what it is and how to get it' would
be part of teacher education programmes. We have already
examined the ideology of control embodied in the professional
studies course in Chapter 5. This ideology focused on the
prevention of control problems through general strategies
of classroom management and fraternisation.	 Explicit guid-
ance was rarely given beyond the emphasis on the development
of 'good' teacher-pupil relationships. This is because how
teachers establish control in the classroom is part of the
taken-for-granted common sense of teaching. In short, not just
the premise that control is essential to competent teaching
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but what it involves and how it is to be achieved in the
classroom is also largely unexplicated. This becomes
apparent if we consider the professional tutors' view of
their role.
Professional and personal responsibilities
Paul Brown and Gerald Lewis had essentially similar
views of their work as professional studies tutors. 	 This
involved two main roles or sets of responsibilities. The
first of these, and the one to which they attached greatest
importance, was their pastoral role, and responsibilities to
individual students:
I suppose there are - there's one fundamental
ingredient to the role, umm, and that is to act
as a, a continuous link for the students throughout
their professional studies in education year - in
other words, I think it's important that there is
someone to whom they can turn and refer to and relate
to, who can provide that sort of element of continuity
throughout the year, umm, supervising them, helping
them, assessing them from time to time. . . But I think
during this particular course of study, during this
particular year, students need it more than at any
other time during their, certainly during their
higher education - certainly during their B.Ed course,
they really do need someone to whom they can turn, to
whom they can relate, even if it's a taskmaster. It
doesn't matter, because it's someone who is taking an
interest in them and is caring about what they're
doing, and there's no doubt at all that students
appreciate that and need it, and that's one of the
most rewarding aspects of the role, because you can
see that you ae performing a useful function.
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This pastoral role of providin9 support and guidance was
balanced by a more 'professional' role which involved de-
veloping students' teaching skills and assessing their
competence as teachers. Paul Brown identified these two
roles, but did not see them as necessarily distinct:
MS: Flow do you see your role as a professional
studies tutor?
PB: Well, I think it's got two, it's got two, at
least immediately I think it's got two main
strands. One is acting as a personal tutor to
students and therefore acting in a pastoral
sense, counselling them, umm, getting to know
them well, writing their confidential reports,
umm, on their characteristics and qualities as
well as their professional competence; and
then the other main strand is, I suppose, is
developing their professional skills - umm,
teaching them how to teach, if you like. So,
there are those two strands, can't think of any
others. I mean, they're not necessarily, not
necessarily distinct really, because they're
complimentary in a sense, because a lot of the
pastoral counselling things you have to do arise
out of the other, the other side.
The pastoral and professional roles of the tutors were
bound together in a complex interrelationship which was
complementary and conflicting. For example, preparing for
and supervising school experience was central to the develop-
ment of students' professional skills, yet at the same time
generated intense demands upon the tutors' pastoral role:
I think that while they are on school experience they
undoubtedly need more guidance and more support and,
urnm, more help than they do in the in-college part,
'cause the in-college part is, to some extent, merely
an extension of what they've been experiencing over the
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last two years, although some of the assignment
work is essentially different. Umm, it's still
the same format, whereas when they're out in school
it's quite a different series of expectations and
activities that they're engaged in, and certainly,
particularly initially, they do need more of this
'someone to turn to' role.
Both tutors, however, emphasised the inherent conflict
which they experienced in their pastoral and professional
roles:
One of the principal difficulties, really, is trying
to balance being an objective, umm, assessor,
evaluator of student performance, because in a sense
you are, you and others, but you are being responsible
for a professional judgement that says this person is
fit to be licensed to teach for forty years and
there's a heck of a lot of kids going to come under
that teacher's influence, including, you know, that
old cliche' your own (children) possibly, and there-
fore, umm, there's quite a responsibility there that
you have to exercise, and therefore you have to, in
all honesty and appropriateness, exercise an objective
assessment role, but at the same time you're also
trying to carry out the pastoral role of trying to
help and support and comfort, cajole occasionally and,
umm, encourage, and there does occasionally come a
point when those two things come into conflict, but
that's just, you know, something that you've got to
reconcile, and ultimately, the professional responsi-
bility must over-ride your personal responsibility.
Providing support and encouragement for students at
highly stressful periods in the course was central to the
professional tutors' pastoral role. This involved the
tutors' personal responsibility to each student. The tutors
felt this sometimes conflicted with their professional
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responsibility involving objective assessment of students'
teaching competence.	 Conflict between the pastoral and
professional roles was felt most keenly when dealing with
students who were 'failing':
you can think of the chap who failed, for instance,
you know - where do your responsibilities lie? Do
your responsibilities lie to the profession .....or
do they lie with the chap you're personal tutor for?
So do you take a very sympathetic approach, or do
you take a hard approach, do you say, 'I'm very sorry,
but you know you're not making it, so you've got to
pull your finger out and you've gotta get down, you've
gotta do this properly' - which is what you're inclined
to do as a professional tutor, or do you say, 'I can
recognise the problems and the weaknesses' , do you
take a much more sympathetic view of it, and, umni, I
think that ultimately you've, you have to take a
professional view.
Like Gerald Lewis, PaulBrown maintained that ultimately
professional responsibilities must take precedence over
personal and pastoral responsibilities:
• . .all the time. . .1 think the priority is that these
people are going into a professional role, if you
like, and therefore they've got to have certain
qualities and got to have certain skills, and if
they haven't got those, then there's no way they
should qualify. .
Implicit in this statement was a view that being a teacher
depends upon the possession of particular qualities and
particular skills. As we have seen this has been evident in
much of the data relating to the professional tutors'
perspective. From their viewpoint, teaching, and therefore
the process of becoming a teacher, involved two analytically
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distinct but inter-related strands: the development of
personal and social qualities and the development of technical
teaching skills. Both of these were legitimated under the
maxim of 'professionalism' and regarded as essential to
teaching competence.
The professional tutors' role in relation to each of
these strands of the professional socialisation process
was different and experienced as such. In relation to the
development of technical teaching skills, the role of the
professional tutor was well-defined. It involved teaching
students to formulate objectives, prepare schemes of work
and lesson plans, assess and record pupils' progress, display
work effectively, develop skills associated with resource-
based and mixed ability teaching and so on. In general,
these were all skills which the student teacher had to
acquire and which the professional studies tutor was able
to instruct the students in. Moreover, the tutor could
assess relatively objectively, through setting course assign-
ments, appraising students' school experience files and
direct observation in the classroom, the extent to which
students were competent in these skills.
In relation to the development of personal and social
qualities, the professional tutor's role was much less clear and
correspondingly more problematic. As Paul Brown said:
Part of professional training is developing professional
attitudes and, umm, taking responsibility and things
like that. Well where does the pastoral side and the
professional side separate out in relation to those
sort of things? I don't know; I'm not quite sure.
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What such 'professional attitudes' involve and how, or
even whether, they can be developed by a teacher education
course is open to question.	 For example, many teacher
educators would agree with Gerald Lewis when he said:
If I can endow my students with anything during the
year, it is, if you like, this feeling of enthusiasm
and commitment which I would want all teachers to go
out with, because if they don't have it at the start,
it's almost unheard-of that they will acquire it on
the way. What is likely to happen is those that start
with it, unfortunately, in one or two, the light will
flicker and go out, but I can't do anything about that,
but if it's not there in the beginning, then that's
disastrous.
It might also be agreed that such qualities are extremely
difficult, if not impossible, to instil in potential
teachers. Gerald Lewis admitted that:
clearly, although the qualities I've just said make
up a good teacher, in a curious way many of them are
things which I can't teach, but I can perhaps teach
by example, in so far as I can. I mean, I do try,
though imperfectly, like us all, but I try to be
enthusiastic in what I'm doing, I try to show a
commitment to my students, in the hope that they
will see the importance of the commitment to them.
Personal qualities which student teachers bring with
them to the college course can only be nurtured and encouraged
by the professional tutors, nonetheless they are regarded
as very important. Gerald Lewis states that it is 'disastrous'
if these qualities are not in evidence. However, this
raises the q1estion of the extent to which qualities such
as enthusiasm and commitment were in practice essential to
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an assessment of teacher competence.
	 While one would
certainly not regard someone who failed to exhibit any
enthusiasm or commitment as a 'good' teacher, it was not
clear that the absence of such qualities would necessarily
result in a judgemerit of incompetence from teacher educators.
The importance of personal qualities for teacher competence
derived more directly from the hidden pedagogy.
The emphasis which professional tutors gave to qualities
such as commitment and enthusiasm can be regarded as de-
riving from the concerns of the educationist context. As
part of the professional studies tutors' perspective such
concerns were matched by pragmatically oriented concerns.
In relation to judgements of teacher competence this gave
rise to an emphasis on quite different qualities. This is
because of the salience of the hidden pedagogy. The analysis
presented in this chapter strongly suggests that student
teacher competence was evaluated by college tutors in re-
lation to the hidden pedagogy - primarily and specifically
the ability to control the class independently of others.
Given that the responsibility for classroom order is always
placed with the individual teacher, it is assumed to be
dependent upon the possession of certain personal and social
qualities. These qualities are rarely made explicit, except
in terms of the rhetoric of good teacher-pupil relationships
andclassroom management. This is not surprising, because as
Denscombe (1982) points out in his analysis of the hidden
pedagogy, it is an 'unspoken truth' ; an implicit set of
ideas about aims and methods of teaching which is 'rarely
articulated or given credence in the sphere of educational
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debate'. However, Denscombe emphasises that teaching
competence in the eyes of colleagues and pupils is measured
by reference to these informal aims and methods of teaching.
The argument of this chapter is that it also provided the
measure by which student teachers' classroom competence was
assessed by teacher educators.
If this is the case, then the hidden pedagogy can be
regarded as fundamentally shaping the hidden curriculum of
teacher education.	 If the assessment of teacher competence
was measured with reference to the hidden pedagogy, then
it follows that the teacher education course had a hidden
dimension which was pre-eminently about establishing the
importance of, and developing the personal and social qualities
necessary for, effective classroom control. It was hidden
only in the sense that it was neither official nor explicit;
it was certainly not wholly unintended or 'hidden' from
either the professional tutors or the student teachers, but
it was not, nor could it be, directly taught.
In large part, this is because the ability to establish
and maintain effective classroom control is seen as dependent
upon personal and social qualities which the student teacher
either already possesses to some degree, or shows some
potential for developing. Although ability to control pupils
is taken as essential to teacher competence, teacher educators
are in fact very limited in what they can do to ensure
student teachers achieve this competence. This was recognised
by Gerald Lewis:
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In one sense you may just be bringing them out, you
may be highlighting them, you may be, umm, . . . could
I give you an example? One of the best students we've
had this year in my group, who ended up with a
distinction, obviously had these ingredients there to
begin with, he hasn't magically acquired them in the
year, or I haven't given them to him or anything like
that, but they didn't manifest themselves in certain
ways in the first practice as obviously -as they should
have been doing. Let's take the control one, umm, it
took some time for this particular student to realise,
you know, his marvellous rapport and relationships with
children, umm, the potential for those was not being
realised totally because he wasn't yet putting them
into a structured situation, and that some children
were taking advantage of his kindness, his concern and
his care and his very, very good teaching method of
making things interesting and meaningful to children
was partly being lost simply because children, his
organisation wasn't as good as it should be, and his
class management wasn't as good as it should be. He
needed to realise that you needed to be a bit tougher
without losing any of those underlying good qualities,
and that so therefore these things had to be pointed
out to him, and he then exercised them far more
effectively, as a result of which the other things
were able to in fact be demonstrated and he in fact
ended up being a very good teacher.
This student already possessed many of the personal and -social
qualities regarded as desirable to the 'good' teacher.
According to Gerald Lewis, however, he was not able to use
these qualities effectively because he was not exercising
sufficient control over the classroom situation. The student
needed to be 'tougher'. Gerald Lewis' comments imply that
the student did possess the necessary qualities to exercise
such toughness but was not sufficiently aware of the
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importance of using them to effect. Once Gerald Lewis
had drawn the student's attention to this he was able to
assert a greater degree of control to establish a firm basis
from which to foster the positive and meaningful relationships
with pupils which were reflective of his caring qualities
and technical teaching competence. It was in this way that
the teacher education course effectively reinforced, rather
than challenged, the hidden pedagogy.
To identify the hidden pedagogy as part of the hidden
curriculum of teacher education is not to deny, as Denscombe
argues (1982, 1985) that it derives from classroom experience
and that it is this classroom experience rather than the
teacher education programme which is the main influence on
teachers' perceptions of teaching. It is the 'imperatives'
of classroom life that generate the implicit pragmatic aims
of teaching which constitute the hidden pedagogy. However,
what Denscombe seems to forget is that this classroom experi-
ence is shared by teacher educators and thus the imperatives
of classroom contexts will be recognised by them as important
coping demands.	 This is why school experience is regarded
by college tutors, as well as by students and teachers, as
the most important aspect of the teacher education course.
The lesson which is learned on school experience is the
importance of the hidden pedagogy: the importance of
effective classroom control:
a lot of them are absolutely determined when they
start their second school experience to pay ninety
per cent attention to management techniques and
ten per cent to actually getting through the content
of the first lesson, whereas when they go in on the
first school experience, it's all content, you know,
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how to teach them everything there is to know about
the world, and yet they don't get their attention
to start with, so there's no way they teach them anything.
I think that's one of the significant things that
happens to them.	 They really do recognise the import-
ance of management, of actually getting attention,
of getting order, and taking command - that's the
significant thing, and that's the reason why they
teach so much better on the second practice, 'cause
they've actually 'got' the kids...
Classroom experience is thus essential to the learning of the
hidden pedagogy. As a practical response to prevailing
classroom circumstances it is learnt in the classroom and
constitutes the deep-rooted, taken-for-granted, but unexpli-
cated assumptions permeating teaching competence.
The hidden pedagogy is not therefore insignificant to
the teacher education course. The apparent progressivism of
teacher educators is but one strand of their perspective.
This is readily explicated but it does not deny the importance
of more pragmatic concerns. It is the latter (derived from
the hidden pedagogy) which are seen as essential to assess-
ments of teacher competence. 	 As we have seen, this
revolves around the ability to establish classroom control.
This cannot be directly taught as part of professional
socialisation because it is assumed to rely on personal
qualities. Classroom experience is therefore of vital sig-
nificance.	 Teacher educators do not counter this with their
'progressivism'; the hidden pedagogy remains central to
their perspective.
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Conclusion
'Control the class, then teach the class' (Haigh, 1979)
is a tenet as much of teacher educators as it is of school
teachers - and pupils. It is, as Denscombe has argued,
fundamental to the hidden pedagogy of teaching which con-
tains assumptions about classroom survival and provides
guidelines for the assessment of teacher competence. Such a
belief is part of 'what everyone knows' about teaching -
including teacher educators - and it thus constitutes part of
the commonsense of teaching.
In arguing that assumptions regarding classroom control
are fundamental to the perspective of professional studies
tutors, I have challenged those understandings of teacher
training institutions and teacher educators which characterise
them as emphasising permissiveness and progressivism and
having little lasting impression or influence upon new re-
cruits' attitudes towards classroom control. The characteris-
ation of teacher education programmes and teacher educators
in this way is, I would contend, a largely unexamined
assertion' 5 , or alternatively, is based upon extrapolations
from the findings of student attitude surveys. On this
basis, a number of studies have reached the conclusion that
initial teacher education exerts limited influence because
of its relatively weak socialising effect. Such conclusions
rest upon the assumption that teacher educaton programmes do
attempt to challenge commonsense notions about control.
This chapter has raised questions about such under-
standings of teacher education. I have argued that as
sociologists we have at present far too simplistic and
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monolithic a view of the ideology of teacher education
programmes: variations and contradictions have not been
explored; the possibility of a gap between ideology and
practice has been ignored, and the structural and practical
constraints which impinge upon teacher educators have not
been investigated.	 We can learn from the study of the re-
lationship between ideology and practice in other educational
contexts.	 For example, Sharp and Green's (1975) explor-
ation of the nature of socialisationin a progressive primary
school produced new insights for the sociology of education:
Within child-centred progressivism, far wider
ranges of the child's attributes become
legitimate objects of evaluative scrutiny and
explanatory variables in the construction of
success and failure. Not merely intellectual,
but social, emotional, aesthetic and even
physical criteria are often employed in the
processing of pupils in educational institutions...
(Sharp and Green, 1975, p.225)
This analysis in many ways echoes the findings of Sharp
and Green.	 The chapter suggests that parts at least of the
progressive ideology assumed to be common to teacher
educators may be a rhetoric which legitimates the salience
of the hidden pedagogy. 	 Talk of classroom management skills
and establishing 'good' teacher-pupil relationships and
student 'needs' (the 'educationist' context of teacher
education) are in practice referenced to classroom control
and the maintenance of order (the 'teacher' context of teacher
education).	 At the same time, the practical significance of
the hidden pedagogy means that a wide range of personal and
social attributes of the student teacher become a legitimate
focus for evaluation.
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Practical teaching competence is judged - by pupils,
colleagues, parents and the public at large - in terms of
classroom control. Teacher educators are no different in
this respect. Furthermore, since responsibility for class-
room control is seen to rest with the individual teacher,
the personal and social personality characteristics assumed
to be necessary for the maintenance of order re a legitimate
and fundamental focus for assessment in relation to potential
teacher status.	 This is not to say that no other criteria
are used by professional studies tutors in assessing students'
competence - there clearly are - but it is to raise questions
about the extent to which teacher education programmes
present a challenge to the hidden pedagogy of teaching,
not least as assumed by Denscombe.
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Notes
1. See, for example, DES (1983); DES (1984); 	 DES (1985).
2. The difficulties and limitations of this research are
reviewed by, for example, Dunkin and Biddle (1974);
Getzeles and Jackson (1963) and Morrison and McIntyre
(1973).
3. See Chapter 9 for student teachers' and teachers' use
of these concepts.
4. All data in this chapter are from interviews unless
otherwise stated.
5. Compare this with student teachers' evaluations of
established teachers and 'commitment', Chapter 9.
6. We have seen it is fundamental to the ideology of control
of the teacher education course (Chapter 5) and
important to student teachers' teacher perspective
(Chapter 7).
7. Extracts from fieldnotes.
8. This reference to 'getting wet' was part of Paul
Brown's joking banter intended to put the student at
ease. Such 'teasing' was a well-developed strategy
used on visits to students in school.
9. Extract from fieldnotes.
10. There is a growing literature which considers the
relevance of gender and age to teachers' careers. See,
for example, Sikes, Measor and Woods (1985) and Ball
(1987).
11. Cf. Beynon's (1985) data on pupils' typifications of
their teachers.
12. Paul Brown claimed that Gerald Lewis had once failed
a female student teacher 'because she was ugly'. He
told me that this student 'really was ugly and
miserable, an unattractive person altogether. I mean
it does help in teaching if you are an attractive person,
nice to look at etc. - but this girl had no redeeming
character' . He claimed that in the end Gerald had to
tell her of her 'anatomical defect' S
 Gerald Lewis would
not confirm this story to me.
13. Interestingly, in retrospect, Paul Brown felt he had
possibly made a wrong decision in adopting a protective
strategy, because, although Becky did well 'she didn't
do as well as I'd have hoped - maybe she'd have shined
more in a more difficult school'.
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14. See note 13 above.
15. Denscombe (1985) simply asserts that 'education pro-
fessors are well known for promoting ideas about the
job which are generally far more "progressive" in
nature than the ideas and practices of those at the
chalk face....	 (p.43).
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CHAPTER 9
STUDENT TEACHERS, TEACHERS AND 'PROFESSIONALISM'
The focus of the analysis of the process of becoming a
teacher has so far concentrated on student teachers' re-
lationships and negotiations with pupils and with college-
based professional studies tutors. The process of
professional socialisation has been conceptualised as one of
learning to cope with and survive classroom life particularly
in relation to the establishment and maintenance of a teacher
identity. These are processes in themselves which can be
threatened by the realities of school life. In facing both
coping and survival problems, the role of pupils and of
teacher educators as critical , reality definers has been shown
as significant. This however, is to neglect the importance
of school teachers as critical reality definers.
Life in staffrooms and teacher-teacher relationships are
curiously neglected gaps in our knowledge of school processes.
Moreover, despite official emphasis on the involvement of
practising teachers in the process of teacher education (DES,
1984; DES, 1987; HMI, 1987) there has been little socio-
logical interest in the role of established teachers or the
student teacher-school	 teacher relationship. ' The importance
of considering the role of school teachers in the socialis-
ation of new recruits was implied back in 1932 by Wailer:
The significant people for a school teacher are
other teachers, and by comparison with good standing
in that fraternity, the good opinion of students is
a small thing and of little price. A landmark in
one's assimilation to the profession is that moment
when he decides that only other teachers are important.
(Wailer, 1932, p.389)
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The challenge in Waller's remarks, at least with regard to
student teachers, are the subject of this chapter. The
intention is to present a fresh perspective on this hitherto
neglected aspect of teacher education: the student teachers'
relationships wih teachers in schools. As we shall see, for
some student teachers, staffroom survival became as important
as classroom survival.
Powerlessness and accommodation
From an interactionist perspective, school life is re-
garded as a continuous process of negotiation and adaptation.
For student teachers, school life entails negotiations and
adaptations complicated by their ambiguous status within the
school. Although formally potential members of the teaching
profession, student teachers are essentially 'outsiders'
within the school, moreover outsiders who have yet to prove
their competence to both pupils and teachers. The folklore
about pupils playing up and sabotaging lessons bears witness
to the ambiguity in the student teacher-pupil relationship
(see Chapter 4).	 Whilst undoubtedly experiencing diffi-
culties, most student teachers nonetheless, quickly overcome
the reality shock and are at least relatively successful in
defining classroom encounters as a setting for teacher-pupil
interaction. In contrast, the formal relationship of student
teacher and established teacher must remain a persistently
ambiguous one.	 The student teacher on school experience is
both teacher and learner; an honorary colleague, but lacking
experience and credentials, and at the same time an apprentice
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who has come for guidance and instruction. The label
student teacher is quite literal. This must alert us to a
consideration of the relative power of the two parties in
the successful negotiation of school life.
The ambiguous, transitional and temporary status of
the student teacher in the school makes their position vis--
vis all school staff subordinate. The school staff with
their varying degrees of practical teaching expertise and
the inexperienced student, by definition gives the teacher
a measure of formal.supervisory authority over the student.
Furthermore, school staff inevitably 'set the scene, make
the ground rules and state the aims' (Woods, 1983, p.l2). By
virtue of their power, knowledge and experience of the school,
the classroom and pupils, established teachers are in a
strong position to define the situation. They may therefore
expect student teachers not only to accommodate to, but to
actively support established rule frames. The student
teacher's inexperience and unfamiliarity with the school,
geographically, organisationally and socially reinforces their
relatively powerless status.
Student teachers at Haydon Park College were placed in
schools by their professional studies tutors, and generally
had little say about which school they were assigned to (see
Chapter 8). Students were required to make three preliminary
the
visits tojplacement school before the start of the school
experience. These visits were intended to enable the student
to meet staff, see children with whom they would be working,
become familiar with the layout, organisation and facilities
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of the school, and discuss the work to be undertaken. 2 The
major purpose of these visits, however, was to organise the
student's timetable and plan schemes of work.
Haydon Park College issued a booklet of information
concerning school experience to schools (and to students and
college staff engaged in teaching B.Ed. students) which noted
the intended purpose of each of the three visits:
1. Familiarisation with the school as a whole -
initial discussions on timetable and work proposed.
2. Detailed discussion with Heads of Department
and/or other staff on schemes of work to be taught.
3. Discussion of draft schemes of work (and in some
cases initial Lesson Plans) prepared by students
in college between second and third visits.
The key word here is discussion. 	 The booklet implied there
was considerable scope for negotiation and consultation
between student and school staff in drawing up the details
of the student's timetable. However, the extent to which
students were able to influence these decisions was, in
practice, severely curtailed. First, the Haydon Park book-
let issued to schools set out the college's expectations for
the form and content of school experience:
i. First School Experience
As part of our programme we should like these
students to have a general School Experience to
begin with, not only because it encourages
them to concentrate on general teaching skills
rather than just their own narrow specialism,
but also because it enables them to get to know
one group of children fairly well over the four—
week period, and see more progression and
continuity of their work.
We should expect students to work alongside an
experienced class teacher, contributing to the
teaching of the class to which they are attached.
Their programme, ideally, will consist of some
Mathematics and/or some English, some of the
students' own main and subsidiary teaching subjects
(where these are different from Maths and English)
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and some topic/project work if this is available.
In addition, we should also like the students to
have the opportunity of teaching their main
subject to other classes in the school
We should like their timetable to be approximately
50% of an average teaching workload, and sublect
teaching with other classes should not normalljr
exceed 6 periods a week.
ii. Second School Experience
We should expect students to work under the guidance
of subject teachers in the school, taking some
responsibility for planning and teaching their main
subject to pupils of 11-16 years.
It might be possible (and desirable) to make up a
student's timetable with the inclusion of other
subjects. Most students have a subsidiary subject,
and others could be included where the school is
agreeable and the student feels confident.
We should like their timetable to be approximately
60% of an average teaching workload and their main
teaching subject should occupy the bulk of this
time where possible.
iii. Third School Experience
We should expect students to work under the
guidance of subject teachers in the school, taking
responsibility for planning and teaching their
main subject within the 11-16 year age groups
and, where possible, their subsidiary subject in
the 11-14 year age groups. It might also be
possible (and desirable) to make up a student's
timetable with the inclusion of other subjects
where the school is agreeable and the student
feels confident.
We should like their timetable to be approximately
75% of an average teaching workload and their main
teaching subject should occupy the bulk of this
time, where possible.
These guidelines set the framework within which the
student's teaching timetable was to be constructed. In
fact, it is interesting to note that this part of the booklet,
in contrast to other parts, was directed at the school
rather than the student. Furthermore, it was also evident
that, despite the consultative tone advocated in the booklet,
student teachers were normally assigned to work with particular
classes by teachers. Lacking appropriate knowledge of the
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school, as well as any real status within it, student
teachers were in no position to negotiate their timetable.
Nor would they normally consider doing so:
Fay: I had some, umm, difficult classes, but when
I went in, people didn't take enough ... because
I just went in and said 'Oh yes, I'll do this,
that and the other', and didn't kick up a fuss
about it. And I met the classes and they were
- I could see they were going to be quite a
handful and, umm it transpired afterwards that
the man who was in charge thought that I
shouldn't have had these classes, because there
were some very difficult classes in them.
MS: Who had given you the classes then?
Fay: The English department, and there wasn't a I-lead
of English at the time. Umm, and I don't know
quite what they based it on, whether they didn't
want the classes or what it was, but they - I
mean, I thought, well, I might as well do it for
the challenge - they did give me the option to
back out - Clive, who took this 3J I had, he
said, well, do you want them all week?
Fay was allocated classes in the absence of the Head of
English on her second school experience, and agreed to take
them on, despite knowing them to be 'difficult' classes.
She did not want to 'kick up a fuss'. It was only when the
Head of English (that is the 'man in charge') returned and
questioned this situation that Fay was given the formal
option of changing her timetable. However, by this time Fay
perceived the 'difficult' classes as a challenge. This was
a rare instance where the allocation of classes had 'gone
wrong' and the student given an option of adjusting her time-
table. For the most part, however, students were allocated
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the classes they would teach, and were expected to work
'alongside' or 'under the guidance of' school staff.
The extent to which individual school teachers in
practice 'guided' or 'directed' students varied. Equally,
the degree of guidance or direction desired by individual
student teachers varied. On this point the college booklet
gave guidance:
The most suitable overall programme will, of course,
vary between individual students and different
school situations and might be planned in consutlation
with each student's Professional Seminar Tutor.
We would request that during the first week proper
of a School Experience a student be left alone with
the class to take over all normal teaching responsi-
bilities including organisation, settling down,
clearing up etc. as part of the full teaching process.
(Obviously there will be variations on this pattern.
For instance during the first School Experience many
students will no doubt welcome the presence and/or
advice of the class teacher. Similarly, there will
be occasions in all schools (e.g. P.E., Science) when
school staff may feel it is both necessary and/or
desirable to be present. To some extent, all this
must depend on individual circumstances and wishes.)
Thereafter, we would request the class teacher to be
in periodic attendance to help, advise, criticise
etc. as seems appropriate and desirable but allowing
the student as much opportunity to work on his/her own
as possible.
There was some tension between allowing the student teacher
to take responsibility for all that happened in the class-
room as a teacher, which implied the absence of school
staff, and the requirement to provide support and assessment,
which must involve the presence of teachers. Although the
college guidelines implied that there might be some negoti-
ation with individual student teachers over this, it confirmed
that decisions regarding such supervision were firmly the
prerogative of the school teachers.
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Teachers play an important role in assessing the competence
of the student to be a licensed teacher. Each block of
school experience resulted in a report on the student's
competence, produced after joint consultation of tutors and
teachers. To help the school staff, the college provided
forms setting out the assessment criteria which they used to
structure the student's written report. 4	Of course, although
the college provided detailed guidelines for teachers super-
vising school experience, there was scope for very different
interpretations of what was expected, and ultimately such
guidelines and criteria could be ignored. Nonetheless, the
demands of the school and its teachers and the constraints
imposed by the college, caused school experience to be a
social setting that had only limited potentiality for manip-
ulation by student teachers. The extent and variations in
this potential are the subject of further discussion below.
It was also evident that the power differentials between
student teacher and teachers, and the fact that the student
was obliged to a greater or lesser extent to operate on the
meant that
teachers' ground,/the student teacher-teacher relationship
had to be carefully negotiated. It was a relationship of
potential conflict. Woods (1983, p.11) notes that negoti-
ations between teachers and pupils 'are not always peaceful,
marked with goodwill and agreement to find common ground.
They are often conflictual, marked by rancour and bad feeling,
not only concerned to optimise one's own concerns, but to
belittle the -other's'.	 As we shall see, this was sometimes
characteristic of student teacher-teacher relationships. Re-
lationships between teachers, particularly as regards
388
informal, interpersonal relations are, however, a much
neglected issue in the sociology of schoolsand teaching.
S t a f f r o o ms
There are very few studies of staffrooms. Hamrnersley
(1980, 1981, 1984a), Woods (1979), Hargreaves (1972) and
Burgess (1983) are notable exceptions. These studies have
all tended to regard staffrooms as back regions; places
where teachers withdraw and retreat at breaktinies and lunch-
times; places where they can relax their official front
and where it is possible to 'compensate for many of the
uncertainties and difficulties of their job by neutralising,
often in exceedingly humorous ways, the threats presented
to their sense of competence and their conception of teaching'
(Hargreaves, 1981, p.304). This tends to paint a picture
of staffrooms as, by definition, relaxing and unwinding social
settings. More recently Ball (1987) has argued for a micro-
political analysis which regards the structure of social
relations in the school as the product of 'ongoing tensions
and rivalries, conflicts and realignments which are played
out in and through both formal and informal types of context'
(p.2l3). This alerts us to the possibility that the informal
relations of the staffroom are likely to be based as much
on divisions, conflicts, power and influence as they are on
humour, relaxation and camaraderie.
Hammersley (1980, 1981 and 1984a) draws attention to
these aspects of the informal structure of social relationships
in the staffroom in his study of staffroom ideology at
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Downtown School. He documents the building-up through
conversations over a period of time of a collective ideology
about pupils which accounts for the problems teachers
experience in their work. 5
 He then analyses the functions
of this collective ideology in relation to both seasoned
teachers and student or probationary teachers, arguing that
there is a great deal of influence on individuals to conform.
For the student teacher or new recruit it is an expression
of solidarity which provides security and reassurance:
When a teacher (admits to problems), other colleagues
(in the staffroom) will usually offer reassurance by
providing stories of their own or explanations for
why that pupil or class is like that, thus opening
themselves up to similar potential discredit. What is
involved is a ritual of self-exposure and repair and
thus the expression of solidarity.
(Hammersley, 1980, quoted in
Woods, 1983, p.74)
From the established teacher's point of view it is also
important that new recruits are effectively socialised into
the teacher culture because they constitute a threat. The
student or probationary teacher's enthusiasm, idealism and
hard work might result in what seem to be better results
than usual. Hammersley notes the strategies employed by
seasoned teachers ranging from denigration of 'idealism' and
teacher training, to the threat of exclusion, which are used
to enforce conformity to the prevailing staffroom culture.
Hammersley's analysis is interesting in the light of
the concerns of this chapter, not only for the question it
raises about the nature of staffroom culture and informal
teacher relations, but also for those it implicitly raises
about student teacher-teacher relationships. How and why do
staffroom cultures and collective ideologies vary? Are all
student teachers perceived as threatening? How do student
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teachers themselves perceive and learn staffroom culture?
Hammersley implies that the successful socialisation of new-
comers is important, but his analysis was not directly
concerned with the perceptions of new recruits to teaching.
The findings of a number of research studies regarding the
attitudes of student teachers, are often taken as evidence of
successful socialisation into teacher culture (see Chapter 1).
However, one of the problems with such research and to some
extent with Hammersley's analysis is a tendency towards an
'over-socialised' conception of the student teacher. Much
of this research fails to take account of the possibility of
resistance on the part of the new recruit. We should
remember that individuals frequently resist attempts at
domination, that they select from the models available and
are capable of making independent judgements and choices.
For example, staffrooms have been characterised by Hargreaves
(1972) as places where a 'norm of cynicism' about education
and educational ideas operates. However, given the lack of
research, we know little about the forms and variations such
cynicism takes. Moreover the question of how student teachers
(and probationers) react to and cope with such cynicism also
becoems important. This aspect of the socialisation of
student teachers is ignored in the literature.
These themes are taken up in this chapter by considering
student teachers' perceptions of the ethos and culture of
staffrooms. This chapter seeks to emphasise the significance
of resistance by focusing on sources of strain in student
teacher-teacher relationships. In examining student teachers'
perspectives regarding staffroom relations and teacher culture
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we return to a theme introduced in Chapter 4 concerning the
role of teachers as critical reality definers.
Friendly and unfriendly staffrooms
In their survey of probationary teachers, Taylor and
Dale (1971) found that the general attitude expressed towards
the probationer by the rest of the school staff was likely
to be of crucial importance in influencing progress throughout
the first year of teaching. 	 'In fact, many probationers
estimated that, given a choice of a difficult staff or
difficult children, they would much prefer to work with the
latter' (p.159).	 It seems likely that student teachers too,
will hope to be in schools where the teaching staff are friendly
and helpful. Entering any new and unfamiliar situation
involves a considerable amount of trepidation; staff who make
one welcome and ease the transition by being actively friendly
and supportive are likely to be a positive influence on the
school experience.
In the course of interviews with students after periods
of school experience, I asked them about the teachers and
the support given by the school. Many of the students had
extremely positive comments to make. Becky's comments on
her first school experience were typical of these:
Becky: The teacher I was with, I would say he was
excellent, he'd be, he'd be how I'd like to
teach . . .
	 I liked all the staff, I thought
they were great fun and they weren't, they
weren't cliquey at all, they made all - there
were three of us, three students in there,
they made us all feel very welcome (. . .) All
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the teachers I was with kept reassuring me
all the time, saying, 'Oh you're doing all
right; the main thing is to survive on your
T.P.;	 don't worry about, you know, being
brilliant' . But, of course, any ideas that
I did come up with that they thought were
particularly, umrn, different, you know,
unique, they used to kind of fall over back-
wards to help. Really, they were brilliant,
very nice.
So you would say that you got a lot of support
from the school?
Becky: Ever such a lot of support from the particular
MS:
teachers I was with.
MS:	 In what way, what kind of thing?
Becky: Just the, just the verbal encouragement, and
also the teachers would always be available .
A number of themes appear here which re-emerged in subsequent
interview extracts and indicated the criteria by which
student teachers made judgements about teachers. First, there
was the evaluation of teachers' classroom teaching competence.
Becky had explicit admiration for the teaching of the teacher
to whom she was attached. However, several students were
extremely critical of some of the teaching they found in school
experience schools. Secondly, there was the friendliness and
openness of the teachers - Becky found the staff at this
school 'great fun' and not at all 'cliquey'. 	 School staff
and staffrooms were judged on the degree to which they made
the student teacher welcome. The third criterion by which
school staff seemed to be judged was in terms of the degree
of active support and encouragement they provided. 	 Becky
was clearly appreciative of the reassurance, encouragement
and availability of the staff in this particular school.
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Implicit in Becky's comments and in several of the examples
which follow, were the different expectations made of teachers
in their relation to the student teacher. There were those
teachers who worked closely with the student teacher in the
classroom and would probably have a key role in their assess-
ment. These teachers were expected to be actively helpful
and supportive of students' classroom work, providing inform-
ation and advice on practical and pedagogical issues. On the
other hand there were those teachers who had little or no
formal role in the student teacher's professional socialis-
ation, but with whom the student came into contact in the
school staffroom. Such teachers contributed to the general
staffroom ethos, the significance of which was evident in
a number of students' comments. Students who had visited
their second or third school experience school were likely to
make comparisons in these terms:
Julia: Warringham staffroom was so small, everyone had
to be friendly . . . I was terrified going there
on my own at first, but it was so nice . . . they
made a point of talking in the staffroom and
didn't make you fel as if you were a student
• . . but this is a big modern staffroom and
everyone sits in their own department. And I
don't like the teacher I'm with - she's not
very friendly or helpful.6
On first impressions, the ethos of the staffroom in Julia's
third school experience school was much more impersonal and
formal and so compared unfavourably with the staffroom in her
previous scho.ol. Having visited both staffrooms it was
clear what Julia meant by friendliness and how it was extended
to the newcomer. The staffroom at Warringham was, as my
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fieldnotes record 'amazingly tiny and untidy'. It was packed
with old and very worn armchairs, tables piled high with
books and papers and some bulging cupboards. Even though
there were only two other people in the room when Paul Brown
and I visited Julia, she had to clear books from chairs so
that we could sit down. It •was impossible to hold a private
conversation, and as was evident from the jokey banter and
chat between Julia and the two teachers present, the ethos
of the staffroom was overwhelmingly relaxed and informal.
In contrast, the staffroom at Druton School was not only more
modern and spacious, it was tidy and ordered. There were few
books or piles of work (there was a separate workroom for
staff) and the modern armchairs were neatly and uniformly
spaced around the room. When Paul Brown and I visited the
school the staffroom was occupied by two small groups of
teachers and Julia working on her own. The ethos was much
less informal than at Warringham: people hurried into and
through the staffroom without speaking to those present.
For many student teachers a friendly staffroom was an
important counter to the stress and tension of the classroom.
Woods (1979) has discussed the way in which staffroom humour
functions to neutralise the stress and problems induced by
the formal requirements of the job of teaching. This seemed
to be the case at Warringham School and at Jill's third
school experience school:
I noticed at Briarley, one or two of the teachers
acted really silly at break and dinner .
MS: How do you mean?
Jill: Well, they had these stupid jokes and they were
really funny and they really tried to have a good
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laugh, as though you needed that as a sort of
release, and that was lovely. And they used to
play, umm, we used to go into the history room,
and they'd be playing ball, you know, with a
history book, and batting it all over the place,
you know [inaudible] and I found that quite nice.
I suppose that was a form a sort of release.
Staffroom camaraderie which included the student teacher helped
them to fit in and feel a part of the school staff. As well
as functioning to neutralise the tensions of classroom teach-
ing, 'having a laugh' also indicated acceptance by the school
teachers as potential colleagues. Such positive staffroom
relationships were supportive of the student teacher's
developing teacher identity.
Sara also reflected upon the importance of good student
teacher-teacher relationships when talking about the staff
on her final school experience which she regarded as her most
successful. She attributed this in part to the support and
backing of the extremely friendly staff.
The staff as I said, were very friendly - the
staffroom was relaxed - it was just friendly.
It had, there was a friendly atmosphere,and it
didn't, it wasn't imposing at all. It was untidy,
very relaxed, very informal and . . . I didn't
feel threatened.
MS: Did you feel the staff gave you a lot of support?
Sara: Extremely, yes. An awful lot of support. I got a
lot of support and help from teachers who weren't
looking after me, who weren't sort of supervising
me, umm, teachers who didn't know me would just
come-up, introduce themselves, and start talking;
whereas I think in other staffrooms - it is difficult
obviously when you have somebody new, especially a
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student and you know they are only going to
be there for four weeks and they're nothing to
do-with you, so it's quite easy to ignore them
- they might well feel that that's what you
want anyway, and I think [pause] it was nice,
it was nice to know that people were taking the
trouble and taking an interest . . . it made me
feel a lot more confident.
Like other student teachers, Sara distinguished between staff
to whom she was officially attached and who had a supervisory
role, and those who were only encountered in the staffroom.
For Sara the friendly and relaxed staffroom ethos was perceived
as non-threatening and she clearly appreciated efforts to
make her welcome. As Sara said, all this was supportive of
her confidence, and ultimately a factor which contributed to
the success of the school experience. But not all relationships
with school staff were experienced and perceived in such a
positive way:
Becky: I wouldn't say they didn't like us being
there, but they didn't, uhh, they just couldn't
be bothered really. They had three students in
the term before, and they were fed up with having
students in - that's the impression I got. And it
really did . . . even if you tried to make conver-
sation with them, they didn't want to reply.
Jill: I feel sure that I shall enjoy this T.P. -
the school is really nice - in spite of rather
'reserved' English staff. 	 (I wonder if the (huge)
size of the staffroom has something to do with
the lack of communication?) although I can't
really complain, and people are friendly when I
make the first move.
Rose:	 It wasn't a particularly friendly school, umm
you'd go into the staffroom in the morning and
staf froom
ethos
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say 'Good morning' and nobody spoke at all
(. . .) apart from my form teacher, who was
really very nice. The rest weren't particularly
interested in you, and they didn't parti-
cularly like you, and they certainly didn't
include you in any conversation. No, you actually
had to try to break into conversations sometimes.
These extracts relating to final school experience, contrast
sharply with the earlier ones, emphasising as they do quali-
tatively less friendly and welcoming staffrooms.
At the risk of oversimplification it is possible to con-
struct a basic typology of staffroom ethos and support given
to student teachers by teacher supervisors. We can distinguish
four possible situations based on the student teachers'
perception of the friendliness of the staffroom and of the
supportiveness of key members of staff.
jgure 4.	 Staffroom ethos and support for student teachers:
a basic typology
supportiveness of key members +
of staff
1: ideal situation: student teacher has active support
from key members of staff and staffroom ethos
is open and actively welcoming
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2: although student teacher has positive support
from key members of staff, the staffroom ethos
is impersonal and student teacher feels excluded
3: extreme negative situation: little support or
help from key members of staff and negative
exclusive staffroom
4: little support from key members of staff but
staffroom ethos is positively welcoming.
Where student teachers receive positive support and practical
guidance from key members of staff (that is teachers to whom
they were formally attached and/or who had a role in the
assessment process) and where the staffroom ethos was based
on a degree of camaraderie which actively involved newcomers,
the student teacher was positively oriented to the school,
its teachers and the school experience. Where student
teachers not only felt themselves to be struggling without
positive encouragement and guidance, and the staffroom
ethos was unfriendly, the student teacher remained an out-
sider. This was likely to result in negative orientations
to the school, the teachers and school experience. Such
orientations were of course, not static but changed over
time, developed in different directions at different times
and with different teachers.
It is important to remember that all these data come
from the student teachers themselves and are their own subjective
perceptions of the staffroom ethos. The possibility arises
that the characterisationsof student teacher-teacher relationships
as hostile or strained and conflictual were more a reflection
of the student teacher's own personality or a result of
'failure' in interpersonal relationships on the student
teacher's part, rather than an accurate characterisation of
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real differences between school staff and staffrooms. Since
there is little independent data on staffroom cultures,
this must remain a possibility; however, the strong and
vivid comparisosn offered by individual students of different
staffrooms suggested at least a partial reflection of real
differences.7
The analysis presented here of student teachers' per-
ceptions of staffroom ethos and of teacher-student teacher
relationships reveals the staffroom as a less than relaxing
and recuperative social context.	 It also draws attention
to the essentially public nature of the staffroom as a school
context for student teachers - if not all teachers. Cole
(1984) alerts us to this when he comments that 'the staffroom
may rarely be a 'back region' but is mostly another 'front
region' where teachers feel constrained to contrive a parti-
cular presentation of self (. . .) the staffroom as well as
the classroom, is a locus of tensions and conflicts where
it can be a struggle to survive' (p.56). The staffroom,
like the classroom, becomes a place to 'survive' in that
relationships with members of the teaching staff have to be
carefully managed and negotiated. During interviews with
student teachers, a number of sources of tension in their
relationships with teachers kept re-emerging. The first of
these concerned the expressed cynicism of teachers towards
the college training course and towards pupils.
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Teacher cynicism
One of the ways in which the teachers studied by
Hammersley (1980) ensured the conformity of new recruits was
to denigrate the college course. A number of student
teachers in my study came across similar attitudes in their
contacts with teachers. This involved implicit and cynical
criticism of the college, its staff and the teacher education
course. It was a source of tension in relationships with
teachers and thereby required strategic negotiation. The
ways in which student teachers reacted to this denigration -
and in some cases ridicule - of the college, depended in part
upon whether teachers were perceived as friendly.
This was evident in Becky's accounts of critical and
cynical attitudes of teachers on her first school experience
(whom she perceived as extremely friendly and supportive),
and those made by teachers on her final school experience
(whom Becky found to be correspondingly unfriendly and
unsupportive):
The teachers at the school, they tended to say.
'Oh what they tell you at college isn't what it's
really like'.	 I don't know . .. it was what I
expected really, because I used to live with third
years, and they told me about their T.P.'s and
they said 'the teachers tend to say that what you're
taught at Haydon Park College is unrelated to the
actual classroom' . . . well, it is - I mean - but so
what? I dont think that matters. Well, I think it
is related, but in such an ambiguous way . .
Of the teachers in her third school experience school, Becky
said:
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And they were really critical of the college
and the tutors, and even Paul, saying that
college lecturers are teachers who can't teach
and don't know what they're talking about
and it's like a driving test: you have to
learn to pass the test, and then you learn to
drive - that teaching's just like that (. . .)
But it's awful when they're being critical of
college and tutors, because you really can't
say 'Oh, come on now, you're talking a load
of rubbish', - 'cause I think Paul's a really
good teacher and Gerald Lewis - excellent
teachers, but then - they're so narrow and
set in their ways (. . .)
What do you say when they're being critical of
the college?
Becky: Well you don't agree or disagree, you just say
something non-commital - you can't do anything
else really.
MS:
Becky expected a certain amount of criticism of college by
teachers, having been alerted to it by the students who had
already been on school experience. She was able to shrug
off and define as unimportant the relatively mild criticisms
implied by the teachers' comments in her first school. She
agreed with them in part but rejected the attitude of dis-
missal and the implications of irrelevance. In contrast, the
personal and denigrating criticisms made by teachers in the
third school were a much greater source of conflict. Even
though she rejected the validity of the criticisms, Becky
felt powerless to challenge the teachers, and found herself
constrained into a strategy of strategic compliance. In her
account of their criticisms, Becky was, however, very critical
of their competence as teachers.
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Other students met similar criticisms of college staff
and they too felt powerless to challenge them. Mike found
that teachers seemed to assume 'every college lecturer is a
failure in school' and this was the 'only reason they have
taken a college job'. He too felt that it was politic simply
to ignore such criticism: 'you can't do anything about it'.
Defining the college course as irrelevant and college
lecturers as lacking practical teaching competence are
instances of the well-documented cynicism of teachers who
feel much teacher education is remote from the reality of the
classroom (Wiseman and Start, 1968; 1-lannam et al., 1976).
The organisation of teacher education courses has historically
sustained a division of labour with lecturers as the theorists
and teachers as the practitioners. The latter have as a conse-
quence been in a more subordinate role within the training
process.	 This is in line with conceptualisations of know-
ledge which accord abstract knowledge much higher status
than practical skills (Webster, 1983) and which form the
basis of the anti-theory, anti-college attitudes of many
practising teachers (Webster, 1983; Denscombe, 1984; Inman
et al., 1983).
	 Interestingly, most studies of student and
probationary teachers find it is the supervising teachers'
approaches and views which provide their reference rather
than those of the college tutors (Yates, 1982; Hanson and
Herrington, 1976; McPherson, 1972). However, this finding
was not supported by my study.	 None of the students who
commented on the attitudes of teachers towards the college
expressed agreement with the cynicism. 8
 Most felt like
Sara:
MS:
Sara:
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I had a bit of trouble with one teacher in
particular - Head of English - simply because
she seemed, I don't know, to have something
against college lecturers. I found this in
general terms throughout the school, that
they felt they were very different to the
college lecturers, and that their ideas were
very different, and what the college lecturers
told you didn't fit inwith their sort of
method and the school system itself. I found
that I was protecting my tutors, I felt a need
to protect them .
To defend them?
To defend them, yes. Yes, just from, you know,
conversations - teachers who were cynical
about tutors and about the role of the tutor.
Explicit, denigrating cynicism towards college staff was
resisted by student teachers. Although most students felt
unable to challenge the cynicism directly, it was experienced
as a source of tension in already strained student teacher-
teacher relationships, and as a consequence had to be
strategically negotiated. This was also true of cynicism
expressed by teachers towards pupils.
A number of student teachers expressed definite dislike
of attitudes towards pupils expressed by teachers in school
experience schools. There was often implicit recognition
on the part of students of a staffroom culture involving
cynicism, both towards the children, and teaching. Such atti-
tudes disturbed the student teacher and made them feel
uncomfortable in the staffroom. Sara told me about the
teachers on her first school experience:
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• . . they were friendly enough in the staffroom,
but what they had to say about the children themselves,
umin, put you off a bit and made you feel a bit appre-
hensive towards them C...) All they spent their time
doing, moaning about the children - not the parents -
they didn't seem to . . . but they did have, there were
set things they had to say about certain children,
and they'd got files on them, and, 'Oh, so and so,
he's a problem child', and 'he's a nutter', and that
was their attitude, which I could understand in a way,
because the chidiren were very difficult. But, umm,
I don't know, it just, you weren't sure whether or not
they were testing you - saying those things to try
and see what your reaction would be - or whether that
was their attitude as a whole to teaching.
The typifications of pupils employed were a source of tension
in Sara's relationship with the teachers. Although she
conceded that the pupils were 'difficult', came from 'a
fairly rough area - or at least it seemed so to me', and were
socially deprived, the typing of the children as 'problems'
and as 'nutters' was rejected. It was not simply a resistance
to the validity of these typifications and the attitudes
towards pupils which they implied, but the way in which the
teachers used such typifications in their conversation with
Sara. Sara's feelings of anxiety about her relationship with
the school staff stemmed from a suspicion she was being
'tested out' through the use of 'extreme' and thereby provo-
cative pupil typifications.
The typifications Sara referred to have much in common
with those described by Hammersley (1984a)as in use in th
staffroom of Downtown School. Indeed, a number of analyses
of teacher cultures find a shared 'deficit' and psychologistic
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view of pupils (Flammersley, 1984a; Beynon, 1985; Chessum,
1980). Hammersley analyses the rhetorical function of such
typifications as a means of defending teachers' collective
sense of competence in the face of threats posed by the be-
haviour of pupils. Interestingly, it is this function of
staffroom talk about pupils to which Sara alluded in her
criticisms of the school staff:
• . a lot of the children, most of them came from
a very deprived area, and I think the teachers
placed - I mean obviously you've got to, umm consider
that, but I think the teachers placed too much on
it, too much importance on it, and used it as a form
of - as an excuse for not really making the lessons
any different to what they were.
Sara regarded the attitudes expressed by the teachers about
the children as evidence of a cynical and less committed
approach to teaching. Jill too, was critical of the attitude
to children expressed by teachers at her first school
experience school:
• there did seem to be the attitude that, urnm,
you know, a lot of the staff didn't like the
children very much at all, and perhaps I'm a bit
more sensitive - I am fairly realistic - I know
there are some horrible kids around of course, but .
She gave examples of what she saw as insensitivity towards
pupils on the part of teachers:
One of the fellows, the gym master, P.E. chap, was
reading this letter out that a mother had wrote [sic]
about her son's shorts that had been lost. And he was
being so- nasty
	
He was correcting all the spelling
mistakes and making a great joke, and everyone was
laughing, and saying, 'would you look into the matter?';
'I'm not looking into his shorts:' 	 And [laugh] I
know it could be, it was funny, but he was being nasty,
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and the woman was a one-parent family, her son had
lost his shorts, she couldn't afford to buy him
any more. I don't think that was very nice and, umrn,
one or two things like that . . . 	 The Head of Second
Year (. .) was far too sarcastic, and critical with
the children and very unapproachable, she was an
absolute ogre, and just the way she taught the
children, himiliated them . . . I didn't like her attitude.
For Jill, the cynicism of the teachers towards pupils was
unacceptable: she felt them to be particularly unfeeling.
The first example above, is a good instance of the kind of
staffroom humour which Woods and Hamrnersley found in their
studies. Jill did not however, perceive this as the
tension-releasing humour of a relaxed staffroom camaraderie.
Rather it was seen as a reflection of the teacher's general
dislike of children. Jill regarded the attitudes and (in
the second case in particular) the responses towards the
children as deplorable. She did not like the picture of
teachers to which she was being exposed and resisted it:
• . whether I, I mean I can't believe, umm,
that all teachers are like that; I mean, I know
they're not, but whether I was just unfortunate
that there were quite a number of teachers there
that did seem very cynical, umm, and I wouldn't
have thought that necessary,especially in quite a
nice area where the majority of the children were
sort of . . . you know, it wasn't as though they had
a lot of problem children that they perhaps had
turned off children • .
Interestingly, Jill's own assumptions about the possible
causes of teacher cynicism were exposed. Implicitly, she
distanced herself from this kind of cynicism and in this way
the teachers constituted a negative reference group. This
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was also the case for Becky.
Becky was critical of what she perceived as a general
lack of commitment on the part of teachers in her last
school. Her criticism was vehement, and she was very con-
cerned at the effect the staff had on her own commitment to
teaching:
• . . the staff themselves didn't really have
any outlook on anything; they didn't really
involve themselves, they just wanted the day
to be over
MS:	 So, did you feel they weren't very committed
to teaching then?
Becky: Ummm . . . no, I didn't think they were, I
can't think of one that was really commit
I can think of one - Grace Smith, Head of the
Maths Department, she was - a single lady, she
was really committed, but all the others, just
none of them . . . The Head of English just
wanted to retire at the end of the year, get
an early retirement and go fishing, and umm,
the second woman in the English Department, she
was too; she came to and from Caiston, and all
she ever talked about was her journey into
school and her family, and wasn't really into
teaching at all (. . -) No, they didn't seem
committed, no. (...)
They were just real - God, they were so bloody
narrow-minded - all of them	 School really was
a 9 to 4 burden for them, and I'm never gonna
be like that. And they've really put me off
teaching - damn them	 So annoying .
MS:	 So you're less committed to teaching at the
moment than you were?
Becky: [pause] (reluctantly) Yeah - oh, I don't know.
I am committed, I am committed to teaching. I
love it. I do.
	
I know I do. But, God, if I
ever get a job in a school like that one, I won't
be:
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'Commitment' is a concept often used in relation to teachers,
in the sociological literature and by teachers. It requires
some examination. Commitment as defined by Kanter (1974,
p.126) 'refers to the willingness of social actors to give
their energy and loyalty to social systems'. This definition
is very similar to the way in which teachers use the
concept (Nias, 1981).	 As Becky's comments implied, it is
associated with investment of time and energy and an attitude
of involvement in, and loyalty to, the school, the pupils
and teaching (Nias, 1981; Woods, 1979).	 Woods (1979)
notes that there will be variations in degree, type and range
of commitment. Sikes, Measor and Woods (1985) in their study
of teachers' careers, suggest that as careers progress there
is	 shift from vocational commitment based on dedication to
a set of educational ideas, through professional commitment
based on professional advancement and/or subject-based
teaching to an instrumental commitment where teaching is
simply regarded as 'a useful career to be in'. At the same
time, there is a corresponding 	 weakening of intensity of
commitment.
It was these differences in type and degree of commitment
which Becky appeared to be critical of. 	 Becky's relation-
ships with teachers on her final school experience were
extremely strained, and her comments in part reflected that
strain. Nonetheless, she emphatically distanced herself
from their view of teaching and was determined to maintain her
own vocationa-1 commitment and idealism in the face of what she
percei.ved to be a hostile environment. 	 In this sense, the
teachers constituted a negative reference group.
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Other students were also adamant they would not become
like some of the teachers they encountered in schools. Mike
was critical of attitudes he perceived on the part of
teachers towards low-ability children:
• there was one lad in my first year group
who I'm convinced can do more work, but
everybody says that he's a failure, just
leave him, just let him get on with the work
he's doing in your class, and if he sits there
and does nothing for an hour, then that's
airight. I couldn't accept that.
MS:	 You don't think that you'll become that way;
that teaching will change you?
Mike: No, I hate to think that I would. I like to
think that I give everybody a fair chance of
doing it, and that means the lower ability range.
MS:	 But they say that teachers become cynical.
Mike: I'm cynical now (. . .) I'm not cynical in the
way that I teach, I'm cynical in the way that
other people teach .
MS:	 Would you have been critical then, of some of
the teaching that went on in this school?
Mike: Yeah, I would. But I didn't say anything, I
mean, it's not your job to say anything .
Like Becky and Jill, Mike rejected the attitude to pupils
implicit in the teacher's advice and was determined to
maintain his own standards of commitment and idealism. He
too differentiated between, and distanced himself from, some
of the attitudes and pedagogical assumptions he found in
school. The staffroom culture was partially and selectively
rejected, although it was evident from Mike's last statement
that such resistance had to be kept hidden and private. This
derived in part from the status and power differentials
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between teacher and student teacher. The former had legitimate
authority to criticise the latter, but not vice versa. Since
one of the primary goals of the student teacher was to have
a successful school experience, and ensure a good school
experience report, explicitly criticising or challenging
school staff was likely to be seen as a risk which threatened
the attainment of such goals. For this reason students'
reservations and rejections of practising teachers' view-
points were kept private; strategic compliance (Lacey, 1977)
was the predominant strategy. Moreover, the 'powerful cult
of individualism' in the occupational culture of teachers
(Hargreaves, 1980) defines teaching as a private activity
which goes on 'in camera' s This inhibits mutual evaluation
of teacher competence. It was for these reasons that student
teachers felt it necessary to privatise their criticisms.
The criticisms of teachers and staffroom culture tell
us less about what teachers and staffrooms were 'really'
like than what student teachers felt it was legitimate to
expect from members of their future chosen profession. In
effect, student teachers were calling into question the 'pro-
fessionalism' of the teachers they met in school. In doing
so, they effectively insulated themselves against challenges
to their idealism and commitment, and ultimately against
attacks on their competence as teachers, and their own teacher
identity. The necessity for strategic negotiation in re-
lationships with teachers highlights the power dimension of
teacher-student teacher relationships and the potential for
conflict in those relationships. These themes are developed
as we turn to a consideration of the more formal, supervisory
aspects of this relationship.	 -
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Justified and unjustified criticism
It has become part of the folklore of teacher education
that it is teaching practice which counts, rather than the
college course. Certainly, student teachers place high
value on their school experience and expect to get a great
deal out of it (Morrison and McIntyre, 1973; Cope, 1971).
School experience involves not only learning by practice, but
also learning from experienced practitioners and demonstrating
competence to teach. We have already seen that students
expected and welcomed advice and guidance from teachers with
whom they worked. It is now important to make clear that they
also expected criticism.
A number of writers have referred to teachers' jealous
guarding of their autonomy behind the closed door of the
classroom (Lortie, 1975; Hargreaves, 1980). This means that
teachers' pedagogical competence is rarely directly observed
and assessed by colleagues, although their professional corn-
petence is not immune to assessment. Denscombe (1980) has
argued that teachers assess one another's performance by
reference to prosaic criteria such as the noise emanating
from the classroom. The immunity to direct observation and
assessment is not, however, accorded to the student teacher
in the classroom. Teachers in their supervisory capacity
have authority to observe, assess and even to write a critical
assessment of student teachers' professional competence.
Student teachers may also find themselves in a position to
observe established teachers in the classroom, but this is
essentially at the discretion of individual teachers and there
is certainly no corresponding authority to assess or criticise.
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Assessment is a key aspect of school experience and
inevitably involves elements of criticism.	 Such criticism
is institutionalised in the education tutors' written lesson
commentary or 'crit' as it is sometimes called. Criticism
represents a possible threat to the developing self image
of the student as teacher and constitutes a potential attack
upon professional and personal competence. At the same time,
it is an accepted and expected part of school experience.
Although criticism a
	
se is institutionalised into the pro-
cess of professional socialisation, the legitimacy or other-
wise of specific criticisms is dependent upon not only the
objective content, but also upon the perceived meaning and
context. In talking to student teachers about their relation-
ships with teachers, it was evident that they made firm
distinctions between fair and unfair, justified and unjustified
criticism. Student teachers' perspectives on school super-
vision and assessment by teachers were rule based. Although
they had a basically supportive and positive orientation to-
wards the teachers and the process of assessment, if the
implicit rules were broken, then resistance to, and conflict
with, teachers might result. 	 We now turn to a more detailed
consideration of the rules structuring student teachers'
perspectives on assessment.
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ommunicatin criticism
Schools and teachers varied quite considerably in terms
of the level and style of observation and supervision of
student teachers. In most cases, students were observed on
two or three occasions by the normal class teacher of those
classes they were taking and in addition perhaps (and on
different occasions) by the Deputy Head or other senior
teacher with designated responsibility for student teachers.
There was, however, variation around the common pattern. For
example, on his final school experience, Francis was observed
by one teacher whenever he took her classes. He was unhappy
about this, and felt that it 'knocked me back a little'.
Some schools and some teachers, however, adopted a very
informal approach to their role, negotiating with the student
about the amount of supervision:
Becky: (. . .) they said to me, 'look, do you want us
to be in the classroom with you or not?', and
I said I'd prefer it if they weren't there.
And then they'd tend to pop in about every
twenty minutes and get something from the back
and just check up, and it was nice to know they
were there.
Mike, too, was happy with the unobtrusive style of his sur-
veillance - though it was expected that the teachers would
somehow keep an eye on what was going on in the student's
classroom.
I wasn't . . I wasn't watched as such in the classroom.
The teacher would occasionally walk past and glance in
to see what was happening, but didn't come in to watch
me because he felt as if, you know, I'd got the kids
there, they were down and working if he went past, so
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he didn't have to. Occasionally he'd walk in. Fle
walked in in one of the lessons, and I asked if
I could do anything for him, he said, 'I'm, umrn
just nosing'. Walked in and out to see what wa5
happening. But that, uhh, that I expect; I mean'
they've got to know what we're doing.
Mike was a student I found to be particularly confid ent about
his own teaching abilities. Talking about the three school
experiences, he always gave the impression he was haPPY to
get on with the job in the classroom, and needed little help.
This was particularly the case with the final school experience:
MS:	 And did they give you plenty of support?
Mike: Oh, yes, plenty of support - but, I don't
know, they encouraged but they didn't
really interfere - they.. .they didn't ever
try to tell me anything, being on final
T.P.	 They just let me get on with it, which
I wanted to do. You know, get in there, get
to the start, get to the end of the practice,
they decided then.
MS:	 Did they sit in on your lessons very much?
Mike: A couple. You know, one teacher came in twice,
the rest came in once. They seemed quite happy.
MS:	 Were they critical or...
Mike: No, hardly at all. I think the only criticism
I got was, 'could I have opened a window?',
and that was the only criticism I got.
Mike was happy with the level of supervision because his own
confidence was high.	 'Interference', which would seem to
include virtually any kind of criticism, advice or guidance,
would not have been welcomed. It appears Mike was already
beginning to guard his professional autonomy. I did, however,
ask him whether he felt the teachers should have been more
critical:
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Mike: I think they should have been. I mean, at
lhis stage, with what grade I eventually got,
they could have helped me to get a grade higher,
which in the end they thought I was too intimi-
dating to the kids, or that's what came out in
my report, which was fair enough, 'cause I was
wishing to do well, and that's my method of teaching.
MS:	 Did you feel the criticism was justified, then?
Mike: Not in the relationships I had with the kids,
because one teacher came in on my last day,
she'd been in earlier, seen me be really tough
to make sure I was in control of the class. Then,
on the final day, it went really well. I mean, it
was fun and everything - everything to do with
maths that I like, and once you've got the kids
there, you can do anything with them.
10
Mike was very definitely a cue-seeking student. 	 He was
anxious to get the best grades he could for teaching prac-
tices, and was disappointed when he finally just missed a
distinction. This seemed to have concerned Mike, as he felt
he could have been helped to gain a distinction by the
teachers (and the college lecturers). He regarded the teachers
as having failed to alert him to weaknesses in his teaching,
and therefore not giving him a chance either to work on those
weaknesses or to defend himself against the criticism. Mike
was not so much making a complaint about lack of criticism,
but rather that the teachers had not allowed him the oppor-
tunity of countering that criticism.
	
By the time the teacher
came in on the last day to witness the 'fun' lesson, Mike's
report had already been written.
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Becky was also extremely unhappy about the fact that
teachers on her third school experience obviously had criti-
cisms of her teaching, but did not communicate them to her.
In this case, however, Becky seemed to accept the criticism
as justified:
Becky: (. . .) I had a maths group that were third
years, and they were taking their '0' levels
a year early. They were really quick, and I
didn't really extend them enough, apparently.
I really don't know how I could have done. I
mean, I got it written on my report, but
during the time I was there, the maths teacher
never said to me that she thought I wasn't
extending them; she didn't take me to one side
and say, 'why don't you prepare some extra
work for so and so and so and so?' So I
didn't have any idea that I wasn't stretching
them enough.
Such comments suggest that while students accepted and even
expected criticism, its legitimacy was dependent upon content
and presentation. From the student teacher's perspective,
it was important that criticism be communicated to and dis-
cussed with them. Criticisms which appeared as new and
surprising revelations in the school's report were felt to
be unfair, for the student was powerless to redeem or
defend him or herself. As Becky went on to say:
• what I did expect and what I didn't get was,
umm, a nice kind of friendly talking to about how
I was getting on from the staff. They tended very
much to go off into their own departments, 'cause
there were three people in the maths department
and three in the English, tended to have conversations
about me and not tell me what I was doing wrong.
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That was what I gather in the end - well, I think
they must have done, for things that have come
back since then, they must have talked about me
quite a lot between themselves, but not actually
to me.
The way in which teachers criticised students was important:
it had to be open criticism. Student teachers, no less
than anyone else, disliked the idea that theywere being
unfavourably discussed behind their backs. Criticism was
expected, even desired because it was regarded as part of
learning to be an effective teacher and few students thought
themselves flawless in that respect. But if the student was
not made aware of weaknesses, they could do little about
them —and it was the unfairness of this which they rejected.
Construct ive criticism
Criticism was also rejected if perceived as unhelpful.
Rachel had firm ideas on acceptable and unacceptable forms
of criticism. She compared the styles and strategies of
support and evaluation given by teachers and college tutors
on her first school experience. Rachel maintained she was
'thrown' by her tutor's criticisms because lessons which she
felt had gone badly had been praised, while lessons into
which she had put a lot of time and effort and which she
thought had gone well, had been criticised. In comparison,
she felt that the teachers were:
more wil-ling to accept what you're doing rather
than criticise it, and the points that you criticise
- they asked me first anyway how I thought I'd done
- and the points that I criticised and I felt went
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badly, they took up and told me why they thought
they went badly, you see and things like that -
which was far more constructive to me because
and the good points they said 'yes that was O.K.
but . . . ' and then they could add something else
to that which is much more constructive to me
Rachel's comparison of the support given by college tutors
and teachers was interesting as she was the only student
teacher I interviewed who reached an unfavourable compara-
tive judgement of college tutors. This was in direct con-
trast to the findings of some recent surveys which conclude
most student teachers value the contribution of school-based
teachers in the supervision process over that of college
tutors, especially in terms of the validity of the evaluations
(Yates, 1982). Rachel was however, an exception among the
student teachers in this study. Her comments suggest she
was concerned not so much about the content of the criticism
as about the way it was presented. Finding college tutors'
assessments of lessons at some considerable variance to her
own evaluations and simply presented as authoritative and
definitive judgenients, Rachel questioned their validity. In
contrast, by asking Rachel to give her assessment of the
lesson first, the criticisms made by the teacher(s) were
legitimated and there was space to reach a negotiated evalu-
ation of the lesson.' 1
	Rachel said she found this strategy
more 'constructive'; a comment that reflected the positive
relationship with staff which Rachel felt she achieved.
It was important to students that criticism was
'constructive'. Some students were very critical of what
they felt to be unhelpful or contradictory criticism made
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by teachers. For instance, Jill was unhappy not only about
the form of criticism offered by one member of staff in her
final school experience school, but also about some of its
content. This criticism was made by the school's Head of
English, a man with whom Jill found difficulty getting on,
as this extract from a diary kept by Jill during part of her
school experience shows:
I have been feeling uneasy about my relationship
with Fraser Hanson Head of English - I don't
seem to be able to communicate with him and don't
know if he approves/disapproves of what I'm doing.
However, felt a little better as I helped with
bookshop at lunchtime and young teacher (can't
remember his name) was very chatty (. . .) -	 he
said - nudge, nudge, Fraser can't talk to women ()
but I felt better and have noticed he's not too
chatty with most of the teachers - who are mainly
women.
The lack of communication made Jill feel uneasy, but the
discovery that this teacher also appeared to have difficult
relationships with some of his teaching colleagues made Jill
less anxious. In the interview after school experience
finished, she told me more about Fraser's style of supervisiOn
• he was quite critical of me and he used to
come into my lessons and take notes, sort of 9.01,
9.02 and then he'd sort of be writing down everything
I said. He told me the first time he came in, he
said 'I'm going to be critical' and I said, oh, you
know, 'Oh that's fine, I obviously want some feedback',
but he was quite destructively critical, like some
of the things he said you know were, weren't
constructive.
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MS: What kind of criticisms was he making?
Jill: Umm, well he criticised my size [laugh which
was, well a bit difficult. Urnm, sort of 'why did
you say that?', 'I didn't like this', without
really giving a reason. He criticised me for
being well organised and having the material,
and he said you, a teacher, you know, you should
go in and do what you feel, you see.
MS: Oh, so being well organised was a fault?
Jill: It was a fault in his eyes, yet once I did go,
umm I went in and intended to do something, and
I didn't do what I intended to do because the
children found those extracts I was doing boring,
so I didn't carry on with what I was going to
do with them. I did something else and he
criticised that, he said 'you don't stick to what
you wanted to do' . So I don't think I could've
won really with him.
Jill did not find Fraser Hanson's evaluation very helpful.
She found the content of his commentary on her lesson contra-
dictory and even destructive. Like all the students, she
welcomed feedback from teachers, but felt the criticisms made
by Fraser Hanson were unjustifiable, unsubstantiated and
contradictory.	 Not only this, but she found him difficult
to talk to. Since Fraser Hanson was Head of English, and
nominally in a supervisory and assessing role, the strained
relationship and the negative criticisms were a source of
concern, as the following diary extracts from the fifth week
of school experience show. The strained relationship with
Fraser was offset by the positive relationships and feedback
from other teachers.
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Monday 7th June
Getting on very well now with the staff - even
Fraser was reasonably friendly today. I have
decided to either totally ignore him - and his
opinions - or to say exactly what I feel, even
If I disagree with him. (Fraser was rather
critical about my lesson of two weeks ago - but
I have had more positive feedback from David
and Gina, who have sat in on lessons - and I know
myself I am confident and have good relationships
with children so have ceased to worry about him.)
Wednesday 9th June	 -
Although the dreaded Fraser was quite friendly
today - he gave me some exercise books () - and
I ventured to ask him something (very daring), oh
dear, he says he's coming in to watch another
class - perhaps tomorrow. Am I up to the '9.05 -
a hasty start; 9.07 - why did you say this?;
9.10 etc. etc.'? I wish he'd forget his notebook.
Still, I know myself that I'm not that bad, and
I could criticise him and some of his staff if I
wanted to - which is silly and petty and I'm
getting as bad as him:
Jill was anxious about her relationship with Fraser Hanson
who in his role as school experience supervisor was important.
Jill's anxiety however, stemmed not simply from the specific
content of his criticisms but from the potential threat to
her self-image and teacher identity which the criticisms
constituted. In order to cope with this, Jill defined his
criticism as contradictory and 'unconstructive' and there-
fore as unwarranted. The discovery that some of his colleagues
also found him difficult to relate to and that even their
teaching was not above criticism, helped Jill resist the
potentially damaging attack on her personal identity. More-
over, the fact that there were alternative sources of
positive feedback on her teaching, was vital in the preserv-
ation of her self-image.
It is in this way that the continuous interplay between
personal and social identities is central to the development
of a substantive teacher identity among student teachers.
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Student teachers' preoccupation with self-adequacy and the
validation of significant others are intimately bound up
with one another. The costs of unfavourable evaluation by
supervisory teachers (or college tutors, or indeed pupils)
are very high.	 The risk is not only one of loss of self
esteem but ultimately of failure of the teacher education
course and of personal and professional investment in a
chosen career path. 	 Resistance to onslaughts upon claims
to teacher identity are not surprising. Moreover, the rela-
tive success of such defence may be crucial to the student
teacher's personal identity and to their commitment. While
Jill was apparently 'successful' in preserving her self-
image on the final school experience, for Becky the attack
she experienced was both more fundamental and more damaging.
Becky felt she received a great deal of unjustified
criticism from teachers on her final school experience and
consequently her relationship with many of them was pre-
carious and necessitated a considerable amount of strategic
negotiation. We have already seen Becky was critical of
what she regarded asalackof 'professionalism' on the part of
some teachers in the school, but what did they think of her?
Interestingly, it was Becky's own 'professionalism' that was
called to account.'2
On a school visit with Paul Brown to observe Becky, I
was able to sit in on a brief discussion between Paul, the
Head and Deputy Head concerning the formal, graded assessment
of students' chool experience. 13
 The Deputy Head was the
person designated responsible for the supervision of student
teachers and in this capacity had observed lessons.
	
He
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collected reports on student teachers from each teacher who
had observed lessons and from these he would compile a
final report for the college. After some discussion of the
mechanics of this process, the conversation turned to the
difficulties of grading students and then specifically to
the difficulty of grading Becky. The Deputy Head expressed
some uneasiness about this. Although there was little doubt
regarding Becky's general classroom competence, there was
some question about whether she had demonstrated an
appropriately 'professional' attitude and demeanour outside
the classroom. I took no part in the conversation, which,
as the following extract from fieldnotes shows, was essentially
a careful and polite interchange between Paul Brown and the
Deputy Head.
The Deputy Head then said that some of his staff
had commented on Becky's dress, questioning whether
it was quite suitable. He said that he had not
noticed this himself - 'but perhaps I go around with
my eyes closed' He said that he had had a word
with Becky about this and she had 'quite taken it to
heart and was very subdued for a couple of days; in
fact I accused her of sulking, but since then she
seems to have bounced back'. Paul Brown made polite
noises and said that a professional attitude was
very important. The Deputy Head then went on to
question., in effect, Becky's professionalism. He
said that some of the senior staff had been unhappy
about her using first names, and felt that she had
been a little too quick to call some of them by
their first names.	 'Part of this professional
attitude is knowing how to address pupils, how to
address members of staff in the staffroom, how to
address them in front of children, how to address
members of staff as contemporaries, and how to address
senior members of staff - there is a difference'.
He suggested that these 'lapses' of Becky's were
signs of immaturity - 'after all she's only 20/21'.
Throughout this, Paul Brown makes concerned comments:
'that's quite worrying'; 'that's rather disturbing'.
In response to the last remark, he said that he found
it surprising, since Becky had been one of the last
of the group to call him by his first name at the start
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of the year. The headmaster commented that there
was a large transition from student to teacher and
getting the balance right between formality and
informality. 14
Both Paul Brown and I found these comments about Becky
somewhat surprising. Becky had been very •successful on her
previous school experiences. This portrait of someone who
seemingly lacked any sense of 'professionalism', dressed
'unsuitably'' 5
 and 'sulked' did not match the Becky of pre-
vious school experiences who was always smiling, energetic
and regarded by tutors and teachers as a potentially very
good teacher. The comments made by the Deputy Head about
Becky indicated her relationship with the teachers was
severely strained. The sources of such strain had little to
do with technical teaching competence, but concerned the
teachers' perceptions of Becky's so-called 'professionalism'
assessed with reference to her dress and her manner of
addressing senior staff. Becky was not only upset and angry
about these criticisms but resisted them with considerable
bitterness:
It really upset me. I was nearly in tears. I mean,
they were such little finnicky things, and so petty,
and the Deputy Head even said 'well between you and
me, I think so too' - but this really upset me and,
of course, when you know someone said this, you
wonder all the time who it was, and I couldn't talk
to them properly then . . . really, I was only trying
to be friendly and fit in - but they just didn't
really want you to . . . They quite hurt me, actually,
that school you know, they quite upset me, the kind
of things they said . . . 	 I don't know . . . I don't
really think they were justified though, that's the
thing. [Angrily those teachers, if they've got
nothing better to do with their time than go to the
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Deputy Head and say 'we don't like the clothes
this student is wearing.
Becky regarded the criticisms as without real justification.
The comments on her dress angered her in their pettiness,
while those relating to •her 'familiarity', she simply saw as
a rejection of her attempts to fit into a hostile staffroom.
She consequently blamed the teachers for the difficulties she
then experienced in relating to them amicably. Becky was in
effect indignant about what she took to be an attack on both
her personal and her professional worth:
I mean, one of the teachers put down on my
report: 'late coming to lessons', as if I kind of
went and had a fag or something in between, but
it was because - they have thirty minute lessons,
so you have two before morning break and one of
them I'd be on one side of the school, and then
I'd have to be up in the mobiles for the next one,
and the bell goes at ten, and when the bell goes,
you've literally got about thirty seconds to be
in the next classroom.
Undoubtedly, the combination of unjustified criticism and a
particularly strained and tense relationship with the teachers
served not only to undermine Becky's confidence but repre-
sented a challenge to her personal and social identity as a
teacher. Becky felt she was unfairly blamed for the difficult
relations with the staff. She regarded the criticisms as
unjustified, without real substance and reflective of the
teacher's antagonism towards her as a student teacher and
an outsider. Unable to question her technical teaching com-
petence, criticism centred on Becky's persona - criticisms
legitimated in terms of the notion of 'professionalism'.
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The assessment of student teachers is again, apparently,
dependent upon an evaluation of their personal and social
characteristics (see Chapter 8). For Becky, these criticisms
not only represented a challenge to her teacher identity but
fundamentally to her self-image as a particular kind of
person. In this sense the criticismsthreatened her self-
esteem, having a profoundly negative effect on her feeling
of worth (Hargreaves, 1972).	 This was also the case with
Paula on her second school experience.
As in Becky's case, I had the opportunity to sit in on
a meeting between Paul Brown and the Deputy Head of the
school to which Paula was attached. My fieldnotes describe
the Deputy Head, Miss Roote, as a 'formidable woman who sits
behind her desk and has a very officious manner'. The
following extract from fieldnotes indicated a strained teacher-
student teacher relationship:
Paul Brown says that he thinks that Paula and
Abbie seem to be getting on fairly well; they
represent two very different teaching styles,
but he says, he is fairly pleased with them at
this stage. Miss Roote is reluctant to agree:
'I don't know, they've had some problems'. PB
says that Paula can have a rather aggressive
manner and finds it difficult to relax. Miss
Roote pounces - 'it's Paula's personality: she
lacks a sense of hunmour and it's no good
going into teaching without a sense of humour -
you might as well give up now' . PB says that
he is aware that Paula has had some difficulties,
but he now sees signs that she is beginning to
relax ... small signs admittedly, but 'she's doing
better at this stage than I expected'. Miss
Roote does not seem convinced, she says that Paula
has received a lot of help and advice during the
first week - 'she seems convinced she hasn't,
but she has' - only Paula does not listen to
advice, unlike the student from Holmforth College;
Paula always tends to butt in and defend herself. 16
In the car on the way back to college, Paul Brown said Paula
had been a problem as she was very anxious to please and at
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the end of the first school experience, had 'pestered' a
teacher who happened to live near her. As he said to Miss
Roote, Paula's teaching strategies were good, but she
needed to relax, to smile more and have a joke with the class.
He said he thought she was unable to do these things as yet
because 'that's just the way she is'. Moreover, since he had
got to know her he could detect signs of progress - but 'I
suppose that's balanced by the more objective approach of
the school . ..'. In the meeting with Miss Roote, I had re-
ceived the impression she did not regard Paula as suitable
for teaching, but this was certainly not a view shared by
Paul Brown. His perception of Miss Roote's judgements was
likely to be influenced by his assessment that she was some-
thing of a 'dragon - I bet she never lets anyone get away
with anything'.
Having observed Paula teach a first-year history lesson
on the occasion of this school visit, I knew she was far
from being an incompetent teacher in the classroom. Like
Becky, the assessment by the school - here represented by
Miss Roote - apparently related much less to her technical
competence in the classroom than to personal and social
characteristics: her sense of humour, her relationship with
staff and her general demeanour. Miss Roote's criticisms
related to the kind of person she perceived Paula to be and,
by implication, took the view that without certain personal
characteristics individuals were unlikely to make competent
teachers.
Although Paul Brown indicated certain scepticism re-
garding Miss Roote's judgements, he must have felt them
justified enough to include some negative criticism in Paula's
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school experience report. This became apparent when I
joined Sharon, Becky and Paula in the coffee bar one day
soon after the end of the second school experience. Paula
had just been to read her report and discuss it with Paul
Brown. It was clear to us all that this had been upsetting
because she was close to tears. Becky and Sharon expressed
genuine surprise when Paula said her report had been 'bad'.
Paula tried to explain:
I don't know if I've failed. I didn't ask.
Paul said that technically I was very good,
but my problem was relationships with staff
and pupils (. . .) But it doesn't take into
account clashes with the staff - all the
responsibility for the relationship is put
on you - the student - they never think of
it from the other side - the staff side (. . .)
They didn't like me, they didn't try .
Becky: You'll just have to relax and enjoy yourself
on the next one.
Paula: But it's hard to enjoy yourself if you aren't
and I didn't enjoy that T.P.at all (. . .) I
think I'll be better on the next one, 'cause
then I'll be on my own and I won't feel pulled
in relating to other students and staff. 17
Here we find Paula's perspective on her relationship with the
school staff and in it her resistance to what she perceived
as unjustified criticism. She also draws attention to the
fundamental problem for student teachers as regards re-
lationships with teachers: it is the established teachersT
definitions which count and which carry weight. In a rela-
tively powerless position and subject to formal assessment,
one criterion of which is 'relatonships with staff', res-
ponsibility for those relationships rests firmly with the
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student teacher. As Paula said, 'they never think of it
from the other side' . Like Becky, Paula sought to shift the
responsibility for 'failure' in the relationships back
towards the school staff, although implicit in her last
comment was the suggestion she might have made greater efforts.
One of the most fiercely and widely held tacit rules
underwriting the student teacher-teacher relationship is
that the latter must under no circumstances challenge the
student teacher's authority concerning pupils. Interrupting
the course of a student's lesson; intervening in disci-
plinary matters or any other form of 'interference' which
serves to undermine the student's relationship with pupils
is regarded as both unacceptable and unjustifiable. Such
interference may result in, or be symptomatic of, inter-
personal conflict between student teacher and supervisory
teacher, and can have serious consequences for the student's
progress towards teacher status.
Kathy felt she experienced a 'clash' with a teacher on
her second school experience as a result of such interfer-
ence. Kathy had been given some biology classes that were
normally taken by a teacher in her probationary year and
apparently this teacher was not happy about giving up her
classes to a student teacher:
The first year group that I had, it turned out she
didn't want to give me them 'cause she didn't want
to lose contact with them, so the first four lessons
I had with them, she was there and she sort of
sat in the class and she wasn't just observing, she
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would sort of interfere, she would tell some off
and things like that and even talk while I was
teaching. And a lot of the time they'd put the
questions up and ask her, put their hands up and
ask her, not me, so I had to have a word with her
and she said - first of all she didn't see my point,
then I said 'well, look, they're responding to you
not me', and she said 1 oh yes, yes maybe'. Then she
- she insisted to be there on practicals so that was
- you know that was O.K., but at umm, one point we
were doing reproduction and - you just have, umm
have a discussion about reproduction for the whole
lesson [laughl.	 Well, I mean, this can get a bit
embarrassing, so of course the other first year
teacher left me alone, but she wanted to be in on
the lesson. Well,I really didn't feel that I wanted
her to be; so I said I'd rather she didn't - which
is the first time I'd sort of refused her, so she sort
of got up and stormed out of the staffroom.
For Kathy, this teacher's conduct in the classroom was unreas-
onable and interfering. Since she insisted on being present,
instead of making her presence in the classroom as unob-
trusive as possible, thus allowing Kathy to establish her
teacher status with the class, the teacher appeared to be
reluctant to give up her own role as teacher. She made her
presence felt by disciplining pupils, when she felt it
necessary and by responding to their questions. For Kathy,
this served to make the process of establishment even more
difficult than normal. Recognising she must tread carefully,
Kathy attempted to negotiate with the teacher by explaining
her own position in relation to the pupils. This was not
totally successful because the teacher still insisted on being
present for practicals. The conflict eventually reached a
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head when Kathy found it necessary to ask the teacher not
to sit in on a particular lesson. This was an attempt on
Kathy's part to negotiate and strategically redefine the
situation to her own advantage. 	 However, strategic redefin-
ition inevitably carries a degree of risk for student
teachers: its success or failure can be an important influence
on the assessment the student receives from the school.
Kathy felt she received unjustified criticism from this
teacher in the written assessment submitted to college.
• . in my report she put, umm, 'cause I actually
saw the bit she wrote - this wasn't put in my official
report, but she put I didn't like being observed,
which, fair enough, I admit to that, so she put: 'so,
it is difficult for me to write this report', which
I don't thinkwas fair, being as she'd watched me all
the time. And then she put:	 'Kathy doesn't like to
take my advice, maybe its because she thinks I have
nothing to offer her being a probationer 	 Now, the
thing was like, I can only think of one example, but,
umm, I showed the children how to do this experiment,
they were all sat on the desks, so she said, 'Next
time you do it, it's best to gather them around, it's
easier'.	 So, of course, next time I did. 	 You know,
I'm not the sort that doesn't take advice, and I
know you've got to be tactful in schools, so I don't
know where the heck she got that from.
For Kathy the difficult relationship with this teacher re-
sulted in a negative formal assessment. Kathy perceived the
criticism as unjustified because it distorted what she saw
as the facts of the situation and gave a false impression
which reflected badly on her personal integrity. Here again
we have an example of criticism perceived as an attack on
the student's self-esteem and her personal and teacher identity.
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Kathy resisted the attack and was in fact able to call on
the support of her tutor to discount the written comments
of the teacher when he compiled her final report for the
school experience:	 'He said it didn't sound like me, and he
thought that there was a clash. I said "Yes:"'
Fay was also able to call upon the support of her pro-
fessional studies tutor in coping with a difficult situation
on her first school experience stemming from a strained and
tense relationship with the form teacher of the class to
which she was attached:
the children were going - because obviously, because
of the way I was treating some of them, some of them
must have been finding it frustrating because it was
different from what they were used to, and they were
going behind my back to her and sort of, well, you
know 'Miss Watts has done this' and 'Miss Watts has
done that' and instead of coming to me and saying
'Look, David has been to me and said this, I think
you should take this action' she didn't say a word,
so in actual fact these children thought they had an
ally in this teacher and it was working against me.
(. . .) she really tried to underine my authority over
the two weeks and I tried to ignore it and not say
anything and I had to go and see my tutor and say
'Look', you know, 'this is happening and I don't
want to cause any trouble, what shall I do?' But it
got to such an extent that, umm - in the end I had
to give a boy a detention and she let the boy off
the detention, so I then had to go above her head
to the Deputy - it was pretty unpleasant....
This is another clear example of 'interference': Fay felt
the teacher was openly challenging her authority with the
pupils. Instead of supporting Fay in her teacher status in
the classroom, this teacher seemed to Fay to 'sit back
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saying, "there you are, I can cope, you can't"', while all
the time Fay felt her authority in the classroom being
directly undermined.	 Letting a child off a detention was
so unacceptable to Fay she was forced into an attempt to
redefine the situation by seeking help from the Deputy Head.
'Interference' need not, however, take the form of direct
action, it can involve inaction in various forms as this
example from Fay's experience with her form teacher shows:
She wouldn't let me see the exercise books when I
went in. I asked her several times and she kept
making excuses, she'd got them at home, she never
let me see them and when I actually stayed behind
to try and go through the children's drawers to
find them, umm she then told me the next day that
I wasn't to go through the children's drawers 'cause
it was, umrn, impinging their privacy. 	 So it took
me a full week to be able to get to see any of the
English books really, in any quantity and then I
had to go into another classroom when everyone was
at home and look at the English books in there.
Again it seems that Fay perceived this as a challenge to her
authority and status as a teacher. Fay felt she had a right
to access to the children's books which the teacher denied her.
In the face of this, Fay regarded her own somewhat devious
tactics as perfectly justified, and defended herself by
questioning the competence of the teacher:
I found the class had approximately four sides of
appalling English really, umm, they'd written.a
story, this sort of thing but there didn't seem to
be much structure to what they'd done . . . and it
was onlywhen I'd been at the school a couple of
weeks, of course when you start getting to know the
staff and - well it's unfair really to blame the
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teacher altogether. She was a lazy teacher. I
don't think there was any doubt about that and
the rest of the staff - umm, she was well known
amongst the rest of the staff, but she was a
very amenable type of woman - she was a Miss -
this was her whole life and whereas that . . . one
felt that professionally she was probably lacking
somewhat, it was very difficult because she - there
was nothing you could dislike about her personally.
This account of the supervisory teacher, like that of Kathy's,
suggests the teacher felt threatened by the student teacher.
Implicit in Fay's account was the belief that the refusal to
allow Fay as student teacher access to the class's written
work was an attempt to cover professional weakness or inade-
quacy. This was Fay's perception of the situation, but it
is of note that Fay not only questioned this teacher's pro-
fessional competence but also her personal competence: 'she
was a Miss'. The sexism implied by this comment conjures up
the stereotype of the lonely schoolmistress who has nothing
but her pupils to live for, despite the assertion that there
was nothing dislikeable about her. Questioning 'profession-
alism' (whether in terms of technical competence or of
personal and social characteristics) of teachers who inter-
fered was common among the student teachers, especially where
such interference was supported by unjustified criticism.
Becky, as we have seen, felt the final school experience
was her least successful and she did not enjoy a positive and
supportive relationship with the school staff. In particular,
her relationship with one English teacher was very strained.
Part of the basis for this conflict was interference. Becky
told me this teacher did not seem to like her at all and was
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'really awful' because not only did she sit in on most
lessons but kept interrupting and saying 'Miss Kemp, can I
make a point there?'. This in itself was bearable for
Becky but the tension mounted when the teacher 'interfered'
in a disciplinary matter:
• . after the first kind of fortnight,I wanted to
put some of them into detention . • • so • . . I don't
suppose I was controlling them really properly if
I had to put some of them in detention. But she made
a big, well she made such a fuss out of it and it
wasn't really that important and I think the fact
that she went over and told them that they were
really misbehaving, whatever punishment I had to
give them, then she would double it and all of
this - and they hadn't really done that much wrong
and I think it spoilt my relationship with them for
a while.
Becky accepted the criticism implicit in the teacher's action,
in that she was unable to control the class. Neither the
lack of control nor the pupils' behaviour in itself however,
was sufficient to warrant the teacher's 'taking over' res-
ponsibility for disciplining the class. For Becky this was
interference of the worst kind, because it was not only
damaging to her self-image but also undermined the relation-
ship she was trying to establish with the class. In effect
her status and authority as a teacher with the pupils were
threatened.
Becky had her own explanation for this teacher's action.
Talking to me on the first day back in college after school
experience was over, Becky said she had recently seen
Katrina, a student who did her second school experience at
the same school under the supervision of the same teacher.
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Katrina, it seemed, had exactly the same kind of complaints
against this teacher:
she kept interrupting Katrina's lessons and tried
to tell her how to teach Drama, even though she's
an English teacher not a Drama teacher . . . Anyway,
at the end of the T.P., Katrina was left on her
own and she went into the lesson and said to the
class 'Right, I'm taking this lesson, not Mrs
Newman. I think she's a totally incompetent
teacher and because of her I haven't enjoyed
teaching you at all. She's totally spoilt all my
lessons 18
Becky went on to tell me she thought it more than likely
that the class had repeated this to Mrs Newman when Katriria
had left, and this was partly the reason for her treatment
of Becky - 'student revenge t as she put it. I was unable
to verify this account, it is likely that it is 'bull-
shitting' (Mukerji, 1978), but all the same, Becky certainly
regarded it as valid and implied the teacher had acted as
she did because in some way she had felt threatened.
Interestingly, Becky intimated that she got her own
'revenge' on Mrs Newman at the end of the school experience
when the class said that they preferred her. Such stories,
which may have the makings of student myths, play an
important part in helping the student teacher defend their
self-esteem and teacher persona when under attack.
Of all the forms of 'interference' possible on the
part of teachers there is one which student teachers vigor-
ously condemn, perhaps because it is regarded as potentially
the most damaging to personal and social identity. This is
criticising the student teacher in front of pupils and thus
treating the student teacher like a recalcitrant pupil. It
437
involves a direct loss of dignity, and what the student
perceives as humiliation. Hopefully, this is a relatively
rare occurrence, and in fact only one example was related
to me. I have included it here because it illustrates in
extreme form the power inherent in the teacher-student
teacher relationship, and demonstrates the sense of pro-
fessional and personal indignation that perceived abuse of
this power can provoke. The student is Francis, and he is
referring to a teacher in his last school experience school
the Music teacher humiliated me in front
of a class, on my preliminary visit.
MS: Oh, how did she . . . what did she.. .?
Francis: Uhh . . . she just said something which was
uncalled for and the class just looked at each
other and, uhh, laughed. I can't remember exactly
what it was, but she did. The humiliation stands
in my mind.
MS; So that was even before...
Francis: That was before I started. The urnin, the
week . . . the first week she umm . . . criticised
me in front of a pupil . . . Now that was respect
lost then immediately. She also . . . criticised
me in front of a class and I lost the respect of
that class .
MS: Why was she critical of you?
Francis: My lesson - something that cropped up in
the lesson - you should have done this; you
shouldn't have done that - she did that in front
of a whole class. Umm, one remark she made . .
'this school has a fine standard of music and
it's not going to be lowered now'.
MS: Gosh, that's - that's insulting in a way . .
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Francis: It was an insult, yes. She insulted me
quite a lot . . . It may be justified but
certainly not to a . . . nothing justifies
humiliation in front of a class.
As an attack on both the teacher persona and on the indi-
vidual's self-esteem, little could be perceived as more
damaging.
Interference was a major source of potential tension
and conflict in student teacher-teacher relationships. It
was virtually always regarded as unjustifiable by the
student. It was disliked strongly and resisted, not only as
an attack on self-image and self-esteem, but also as under-
mining the students' teacher identity, particularly in the
eyes of pupils. Student teachers defended themselves against
these attacks in their accounts of such relationships by
impuning the teacher's own personal and professional identity.
We have considered in some detail a number of examples
of sources of tension and conflict in student teacher-teacher
relationships, as defined by student teachers. These have
centred around five themes: expressed cynicism towards
teacher education and teacher educators; exprssed cynicism
towards pupils and teaching in general; covert criticisms
of the student teacher; unjustified criticism and inter-
ference. In all these cases, student teachers have to a
greater or lesser extent strongly resisted the implicit or
explicit disapproval that was involved, whilst at the same
time recognising the need to foster positive relationships
with school staff. For many of the student teachers these
were (especially when experienced in combination) significant
factors influencing the 'success' in both objective (as
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officially recorded in the formal assessment of the school
experience) and subjective terms of the school experience.
What we do not know from this exploratory study is whether
such sources of tension are typically experienced by sig-
nificant numbers of student teachers on school experience.
At this point we turn to the implications of the analysis
for our understanding of the process of teacher socialisation.
Resistance, accommodation and 'professionalism'
In all the examples presented above, the student teachers
resisted the explicit or implicit critical censure involved,
whilst at the same time recogriising the need to engage in
careful and tactful impression management based on strategic
compliance and strategic negotiation (Lacey, 1977). The
student teachers were very much aware that their status
within the school in relation to supervising teachers in
particular, was one of relative powerlessness. This stemmed
not from their own inexperience and essentially temporary
and subordinate position within the school, but also from
their awareness of being subject to constant appraisal and
assessment. Student teachers knew it was not only important
to 'perform' well as potential teachers, but that it was
also necessary to 'make a good impression' . For this
reason they felt unable to challenge directly the cynicism
school staff expressed towards college tutors, teacher edu-
cation or that expressed towards pupils or teaching in
general, but nonetheless rejected privately the validity of
both the specific criticisms and the general attitude it
reflected.	 In this way student teachers actively and
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purposefully distanced themselves from some of the teachers
they met in schools and used them as negative reference
groups. The role of negative reference groups in the
identity construction of teachers has been raised in Chapter
4 and discussed by Nias (1984, 1985), Pollard (1984) and
Sikes, Measor and Woods (1985). All emphasise individual
teachers' concern to defend and maintain their self-image.
This has been a theme throughout this study and is again of
considerable significance to our understanding of student
teacher-teacher relationships. The student teacher's sense
of personal identity and their investment in a social identity
as potential teachers is extremely vulnerable and intimately
bound up with what happens on school experience. In parti-
cular, student teachers have an acute need for personal
affirmation and thus vigorously resist challenges to their
self-image. School experience is always potentially
challenging to the defence of self.
Although the occupational culture of teaching places
strong emphasis on autonomy and individual teaching in closed
classrooms, and as Lortie (1974) has noted, teachers are to
a large extent free from collegial restraint, this is not
the case with student teaching. The process of assessment
and evaluation are institutionalised in school experience,
and require accountability and collegial influence. None-
theless, student teachers do make very definite distinctions
between legitimate and illegitimate criticism. Such dis-
tinctions, as illustrated in the examples above, suggest
the existence of implicit and taken-for-granted rules under-
writing school experience supervision from the student
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teacher's perspective. Just as implicit rules concerning
the conditions under which pupils accept the legitimate
authority of the teacher pertain in classrooms (Nash, 1974;
Meighan, 1978;	 Werthman, 1971), so there are rules concerning
the conditions under which student teachers will accept as
legitimate the critical appraisal of supervising teachers.
Such rules are related to the student teacher's fundamental
need to preserve their personal and social teacher identity.
Sources of tension in student teacher-teacher relationships
as perceived by student teachers were both cause and effect
of challenges to their self-image as potential teachers and
in some cases were perceived as attacks on the student's
self-esteem.	 Preservation of self-esteem and protection
of teacher identity were key concerns of student teachers
and strongly defended in the face of perceived attack.
In one sense this is not at all surprising. Numerous
studies of pupils of all ages have shown that children do
not like teachers who threaten their dignity (Nash, 1974;
Woods, 1979; Blishen, 1973). 	 Pollard (1985a) argues that
one of the most important interests-at-hand of primary
school pupils is retaining dignity as this is crucial for
the maintenance of self and peer group esteem. Pollard
further argues there is a close relationship between dignity
and perceived fairness. Teacher censures regarded as fair
would be accepted without loss of dignity, but 'unfair'
assaults are deeply felt as personal attacks. Studies of
secondary school pupils show the same concerns. The data
presented in this chapter points to student teachers making
similar assessments about the legitimacy of criticism made by
supervisory teachers, resisting strongly those perceived as
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attacks on self-esteem and the teacher persona.
Resistance to criticism defined as illegitimate rarely
manifested itself in any open and direct conflict in inter-
action with school staff. Impression management was seen as
far too important for survival for that to happen. Inter-
nalised resistance was more common. Student teachers accepted
and indeed were positively oriented towards the assessment
process within school experience and fully recognised their
powerlessness in relation to staff and the inappropriateness
of voicing anything other than positive evaluations of the
teaching and professional competence they witnessed. To do
otherwise was to risk alienating those who had considerable
power in the assessment process. This was not to say
student teachers were uncritical of the teachers and teaching
they observed. Far from it, I was struck by the readiness
with which student teachers commented critically and nega-
tively on the professional competence of established teachers.
Implicit in such.comments was the notion of 'propriety'. In
fact the image of the 'proper teacher' was very strong in
both student teachers' and supervising teachers' expect-
ations of one another.
As we have seen, both practisirig teachers (Sikes,Measor
and Woods, 1985) and student teachers (Chapter 7) use the
notion of the 'proper teacher' as a means of identity con-
struction and as a means of differentiating one group of
teachers from another. For Sikes et al.'s (1985) teachers,
the main cha-racteristics of the proper teacher centred on
appearance, attitude to pupils, relationships with colleagues
and teaching.	 These were significant characteristics in
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evaluation of both student and practising teachers along
with others such as attitude to teacher education and
'commitment'. Notions of the proper teacher serve not only
as a means of identity construction but also as major
criteria for teacher assessment. This is closely bound up
with the strongly defended notion that teachers must not only
be skilled technicians (that is competent in teaching tech-
niques) but also 'professionals' - professionalism being
defined in terms of taken-for-granted and unexplicated atti-
tudes and interpersonal characteristics. As Nias (1981) has
stated:
It is almost as if teachers with a serious
occupational interest in the business of teaching
have their own internalised list of rules of
'professional conduct' against which they judge
themselves and others. (p.l87)
Who could have more serious occupational interests in the
business of teaching than student teachers and their super-
vising teachers? Student teachers, it seems, have
internalised rules of professional conduct relating to im-
plicit notions of propriety regarding teachers' 'commitment',
attitude to pupils, teaching competence and the whole process
of school experience supervision. Equally, it seems the
criteria used to assess student teachers may relate to rules
of propriety and 'professional conduct'. 	 This study has
not attempted a systematic examination of the criteria upon
which supervisory teachers base their assessments of student
teachers' competence, but the data reported strongly
suggests such assessment has a social rather than a straight-
forwardly technical basis. Social judgements are legitimated
in terms of a rhetoric of 'professionalism'. This was
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highlighted in the comments made by Mardle and Walker (1980)
on the college assessment of student teachers:
teachers and tutors no less than anyone else,
are drawn towards others who are perceived to
resemble themselves, to be 'personable',
'agreeable', or 'just nice' (...).
	
We would
expect also that tutors would be no more capable
than teachers in eradicating social judgements
from their academic evaluations. Such judgements
are legitimised under the generic slogan of
professionalism. The question of whether a
student's conduct or dress or attitude or whatever,
is professional, sometimes legitimises gross
social and moral judgements. More often, however,
the notion seems to be used to indicate that middle
area between teaching and academic skills on the
one hand, and affinity, or liking, on the other.
(pp.115-ô; my emphasis)
Mardle and Walker not only draw attention to the social basis
of assessment (and implicitly the relationship of such
judgements to notions of the 'proper teacher'), but also
to the way in which such judgements are legitimised by
reference to rhetorics of professionalism. This would appear
to be further confirmed by the findings of H.M.I. (DES, 1982)
that personal qualities including 'good relations with
staff' and 'ability to fit in' are criteria used by schools
in judging the performance of probationary teachers.
The analysis presented in this chapter suggests that
student teachers, no less than seasoned teachers, evaluate
their future colleagues by reference to criteria based on
social and moralistic criteria of so-called 'professionalism'
This, it seems, is as much a part of the hidden pedagogy
of teaching as control and autonomy. An important question
which such an analysis provokes is how far do student
teachers subordinate their several criticisms and resistances
to staffroom culture and to the occupational culture of
teaching in order to ensure success in terms of a favourable
school experience report?
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Although this study did not set out to test such a
hypothesis, the data suggests student teachers are not
uncritical of the teachers and teaching they observe in
schools. This raises questions about our present under-
standing of the process of teacher socialisation. Most
studies of this process suggest that student teachers quickly
reject, or are able to resist, the more idealistic and
liberal views assumed to be associated with the college and
the teacher education course. Furthermore (although by
implication and inference rather than systematic study), such
writings suggest that student teachers are effectively
socialised by their staffroom colleagues. Where 'resistance1
occurs on the part of the student teacher, it is assumed
to be towards the college and the education tutors, towards
idealism and progressivism rather than towards the school,
school teachers and their realism and pragmatism. 	 The
analysis presented here does not refute this; indeed earlier
chapters give support to Denscombe's (1982, 1985) argument
that classroom experience fosters a set of pragmatic beliefs
which constitute a hidden pedagogy. Nonetheless, the
current sociological understanding of the process of teacher
socialisation can be shown to have failed to get to grips
with the complex, contradictory and partial nature of that
process. In particular it fails to consider that students
enter teacher education courses with both pragmatic and
idealistic beliefs and attitudes. Their self-image as
potential teachers contains elements of idealism and prag-
matism. Furthermore students will actively resist challenges
to their ideal self which come from the school and the school
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teachers. Student teachers neither totally accept - nor
totally reject - definitions of teaching offered by teachers,
but use their own idealism to provide a resource with which
to resist challenges to their self-image and, more funda-
mentally, to their self-esteem. It is the resistance to
staffroom culture in its widest sense which sociological
understanding of the process of teacher education need to
accommodate.
The analysis presented in this chapter also has impli-
cations for those theoretical attempts to understand
teaching in terms of 'survival' or 'coping' and the develop-
ment of associated strategies (Woods, 1979; Hargreaves, 1978;
Pollard, 1982).
	 The concentration of all these analyses
has hitherto been on classroom survival, and, whilst per-
fectly understandable, this has meant a serious neglect
of teachers relationships with colleagues. I have argued
that for student teachers, if not for all teachers entering
new posts, staffroom survival is an important concern and
an important aspect of teacher socialisation. For many,
perhaps most teachers, this may be relatively unproblematic,
but the necessity of developing 'survival strategies' is
clear, at least for those student teachers who find them-
selves in unfriendly, even hostile staffrooms. Teachers
have to learn to get by in the staffroom as well as the
classroom.
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Conclusion
This chapter has attempted a preliminary analysis of
student teachers' relationships with teachers. It has viewed
such relationships as based on power differentials and thus
as potentially conflictual. The analysis has focused on
strained student teacher-teacher relationships, rather than
those which are entirely harmonious, as a means of throwing
into sharp relief the rules which structure that relationship
from the student teachers' perspective. In analysing cases
where teachers and in particular supervisory teachers have
'broken the rules' as far as student teachers' taken-for-
granted notions of 'professionalism' are concerned, it has
been possible to assert the importance of the successful
negotiation of student teacher-teacher relations for survival
of the teacher education course. Negotiating such relation-
ships is often as unpredictable and fraught with difficulties
as negotiating classroom encounters. However, whereas the
classroom is assumed by the student to be a setting in which
they must constantly strive to establish their definition
of the situation as the valid one, the staffroom is a setting
where accommodation is assumed to be more appropriate.
Accommodation however, is relative and for some students
in some staffrooms may involve a considerable amount of
impression management.
In drawing our attention to the significance of the
'good opinion' of 'other teachers' for assimilation into
the profession, \aller (1932) quoted at the start of this
chapter, gave us an important insight. The chapter has drawn
attention to the tensions and contradictions which make that
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assimilation both complex and problematic for the new
recruit:
MS:	 So what are the rewards of teaching?
Becky: I didn't feel like I'd got any rewards this
time. Last time I felt that the rewards were
that the staff, by the end of the teaching
practice, I felt that the staff admired me a
little bit . . . they did . . . they put me on a
level with them - nearly. This time I felt
that I was - I left the school as I arrived:
I didn't progress at all, I stagnated this
time and I felt that they didn't really think
very much of me - the staff .
MS:	 So does that mean in teaching generally one
of the rewards is that you've got the respect
of other teachers?
Becky: Yeah, because it's . . . it's easy to say, you
know, that it should be the children that are
most important, but the children are all too
eager to say 'That's great' and 'We really
like you' and 'We wish we had you instead of
Miss Crayon' - or whoever. You know, they all
say that kind of thing. And I thought, 'cause
children are fluctuating creatures, aren't
they really - and I could just think by the
time they get their other teacher back, they
could be saying 'Oh thank God, we haven't got
that student any more'.
MS:	 Do you think your ideas about teaching have
changed over the year?
Becky: What were my ideas to begin with? I don't
know, I think my ideas to begin with, with
teaching was getting through to the children,
but by the end of the year, I think that I'm
talking too much about other teachers and
what they think and I don't think they should
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be able to - they're only the same as you
anyway really - I'm too concerned with
what other teachers think and I shouldn't
be really .
MS:	 You mean you should be more concerned with..
Becky: With the children, yeah. That's what teaching
is isn't it, teaching the children, helping
them to learn new things or improve on the
ones they already know, not what other teachers
say	 .
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Notes
1. There are some case studies of experimental courses
which involve practising teachers, e.g. Dreyfus and
Eggleston (1979), and some other studies which
solicit the views of students and practising teachers
involved in school experience, e.g. Cope (1971) and
Cohen (1967).
2. Rationals given in 1-laydon Park College Professional
Studies in Education booklet.
3. All data extracts in this chapter are from interviews
unless otherwise stated.
4. See Chapter 8 for a statement of these criteria.
5. Woods (1983) suggests that this might have the same
function as staffroom humour in neutralising the
stress produced by the formal requirements of the job.
6. Extract from fieldnotes: conversation with Julia a
week before final school experience.
7. Cope (1971) in discussions with school staff about
student teachers encountered 'dark references' to the
existence of staff who disliked students - 'but these
were always in other schools'.
8. This is not to say that they were uncritical of the
college and the course.
9. See Chapter 8 for the professional studies tutors' use
of this term.
10. This term is used by Miller and Parlett (1974) to
describe students who actively seek out assessment
'cues' sent out by staff.
11. Rachel's comments imply a kind of 'partnership super-
vision'. For an experimental study on this see
Ruddock and Sigsworth (1985).
12. Hargreaves (1980) points out that teachers often
interpret and evaluate the conduct of colleagues in
terms of whether or not it satisfies certain criteria
of being appropriately 'professional'.
13. I was introduced as a colleague but took no part in
the discussion.
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14. Extract from fieldnotes.
15. It was never made clear exactly how Becky's dress
was 'unsuitable'.
16. Extract from fieldnotes.
17.	 Ibid.
18.	 Ibid.
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CONCLUSION
This study has been concerned with the social reality
of teacher education. It is a study informed by the
theoretical insights and concepts generated by symboLic
interactionism, phenomenology and ethnography to direct
attention to specifically qualitative aspects of social
reality: the subjective perceptions, feelings, interests
and understandings of individuals and their creative and
strategic adaptations in response to perceived circumstances.
As the study has been conducted by a single researcher, it
has focused on selected aspects of an initial teacher edu-
cation course provided by one institution.
The purpose of this conclusion is twofold. First, to
bring together the material of the substantive chapters by
selecting the main unifying themes which enable us to re-
flect upon the process of teacher socialisation. Secondly,
to suggest further directions for research and raise issues
concerning policy implications.
Perspectives
The theoretical approach adopted in this study regards
the professional socialisation of teachers as a constant
process of negotiation for shared understandings between
student teachers, their college tutors and teachers and
pupils met in schools. Each of these individuals and groups
have both similar and significantly different concerns and
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interests. These concerns and interests form the core of
the individual's perspective, that is, the set of meanings
and understandings by which they make sense of the world.
The focus of this study has been the teacher perspectives
of student teachers and their professional studies tutors.
There are, of course, variations in teacher perspective
based on the unique biography, personality and background
of each individual. Sociologically, however, it is the
similarities and differences deriving
	
from the fact that
certain experiences, pressures and opportunities are shared
by those in similar structural positions, providing a basis
for a specific view of events,which are significant. In
simple terms, for student teachers this means facing large
numbers of 'real kids in real classrooms' with little in
the way of appropriate experience and resources, and at the
same time being subjected to a wide range of often contra-
dictory, expectations and prescriptions about what should
and should not be done. Such is the source of student
teachers' ambiguous and transitional status which produces
constant dilemmas and a potential for conflict which is
inherent in the structure of the experience of professional
socialisation.	 It is the process of socialisation into
the teaching profession (which for the student began back
in the primary school) that gives the framework within which
a teacher perspective develops.
In describing and analysing aspects of the development
of teacher perspectives among student teachers at Haydon
Park College, a number of considerations were important.
First, the distinction between 'educationist' and 'teacher'
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contexts (Keddie, 1971) and between 'paradigmatic' and
'pragmatic' concerns (Hammersley, 1977) served to high-
light different dimensions of teacher perspective and their
foundations. The concerns of the educationist context
were idealism, commitment and the goal of establishing
'good' teacher-pupil relationships. These were the para-
digmatic elements of the teacher perspective, and as such
we have seen them as crucially related to the development
and maintenance of the students' personal and social
identity as a teacher. This identity was underlain by
implicit notions of the 'proper' teacher and the 'good' or
'ideal' teacher.	 In contrast, the teacher context was
concerned with the development of pragmatic, common-sense
knowledge, the basic foundation of which was school exper-
ence. Here the key concern was practical realism and
focused upon control: the maintenance of classroom order.
This was an immediate and persistent aspect of classroom
reality which crucially influenced the way student teachers
came to perceive teaching. Moreover, it was the practical
issue on which they had to make decisions regarding their
strategic action. For student teachers at Haydon Park
College, the reality of classroom teaching was often experi-
enced as a 'battle', and, not losing the battle was the
main interest informing strategic action. In making these
distinctions, it is possible to recognise the complex
nature of student teachers' perspectives as multi-dimensional
and operating on different levels, and also to recognise
their relationship to both structural and cultural constraints
(macro factors) and to situational and self interests (micro
factors).
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A second consideration was the 'negotiated' nature of
teacher perspectives within a context of unequal power
relations. Teacher perspectives develop and are modified
through interaction in the college seminar rooms where
tutors were the 'reality definers'; in school staffrooms
where experienced teachers set the ground rules, and
crucially, within classrooms where significant power was
held by pupils. In all these contexts there were explicit
and implicit attempts by each group to impose upon student
teachers a particular definition of teaching. This was
fundamental to the hidden curriculum of college-based micro-
teaching sessions early in the course, and also of some of
the critical incidents students experienced within schools,
both in relation to teachers and pupils.
	 The students'
teacher perspective, in particular those aspects relating
to pedagogy, classroom control and 'professional' behaviour
were constantly subject to definition and redefinition by
students, tutors, teachers and pupils.
Social context
Teacher perspectives develop in part as pragmatic res-
ponses to circumstances, particularly to direct classroom
experiences, and, as such they give rise to strategic
action. It has been recognised by a number of writers (eg.
Banks, 1978;	 Burgess, 1983;	 Hargreaves, 1985; Pollard,
1985a) that one of the weaknesses of ethnography from an
interactionist perspective is a failure to situate the
analysis within a broader structural framework. 	 It is
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important to recognise that external factors structure
college and school experiences. It would therefore be mis-
leading to imply that the knowledge, perspectives and
strategies of student teachers derive solely from their
college and school experiences. Ideas and attitudes are
developed by each individual within a wider social, cultural
and ideological context and only then are taken into the
classroom to be modified and developed further.
Attempts to understand and explain the links between
macro and micro levels, between the processes of education
and wider social structures continue to occupy sociologists
(eg. Archer, 1979;	 Hargreaves, 1985).
	 It has been beyond
the scope of this study to present a comprehensive and
systematic analysis of the wider structural context of
teacher education in its historical, political, economic and
ideological dimensions.
	 The focus of this study has been
the process of teacher socialisation, yet the analysis can
only be understood against the background of the wider
structural context.	 The study has emphasised the generally
powerless structural position of the student teacher, not
only of entering into an education system and training pro-
cess which is socially and historically determined, but also
in terms of their relationship with college tutors, schools
and their staff, and even, to some extent, school pupils.
From this recognition attention has been drawn to two sig-
nificant aspects of the social context of teacher education.
I have highlighted features of the social context of
schools and classrooms which structure the experiences of
student teachers in ways specifically different from that
of established teachers. In particular the intrinsic
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features of teacher culture revolving around autonomy and
isolation (Denscombe, 1985) were seen not to apply in student
teachers' classrooms. For seasoned teachers these features
give rise to a set of expectations about appropriate teacher
activity within the context of a closed classroom with a
consequent emphasis on the teachers' responsibility for the
maintenance of classroom order.	 For student teachers
however, closed classrooms are always nominally 'open';
direct appraisal is. not a challengeable threat but a taken-
for-granted reality; autonomy is limited; isolation
impossible.	 Nonetheless, control remains a major concern,
being a pre-condition of competent teaching, but it cannot
be subjugated to teaching and learning activities. 	 For
student teachers survival is double edged: in order to sur-
vive the teacher education course, one has not only to be
seen to 'survive' classroom encounters by establishing
order, but to teach as well.
The second element of social context was apparent in
Chapters 3 and 4, where the tutors' perspective was described
and analysed in relation to pedagogy and classroom control.
Here the importance of the hidden curriculum and the hidden
pedagogy of teaching was emphasised. As Stones (1981),
points out, student teachers have already had 'at least
eleven years of first-hand experience of teaching before
they start training and those experiences have a powerful
formative influence...' (p.220).	 Indirect support for
this view came from the analysis of student teachers' peda-
gogical perspectives at the start of their professional
studies year. Drawing upon their common-sense knowledge of
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teaching, the student teachers operated with a didactic
and teacher-oriented pedagogical perspective which was de-
fined as inappropriate by the professional studies tutors
and they in turn sought to impress upon the student teachers
an alternative pedagogical perspective.
Similarly much has b.een made of the internalisation of
teacher models during the thousands of hours spent as a
pupil in explaining student teachers' concern with control
(Lortie, 1975; Petty and Hogben, 1979; Denscombe, 1982
and 1985).	 The concept of 'hidden pedagogy' has been used
to explain why teacher education courses apparently fail to
have any long-lasting influence.	 This study confirms the
existence of such a pedagogy but takes issue with the
assumption that teacher education seeks to challenge the
hidden pedagogy. On the contrary, I have argued that the
hidden pedagogy of teaching is reinforced by teacher edu-
cation and indeed, may be regarded as an intrinsic part of
the hidden curriculum of initial teacher education.
	
This
study of teacher socialisation at Haydon Park College has
emphasised the ways in which the process of professional
socialisation involves both continuities and discontinuities,
reproduction and contradiction. While there is much evidence
that the hidden pedagogy, deriving from the continuity of
classroom experience, is reproduced from one generation of
teachers to the next; there is also evidence that teacher
education invovles at least a partial redefinition of
aspects of pedagogy concerned with teaching and learning.
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Coping: identity and commitment
Establishing classroom order and a concern for control
and 'good' teacher-pupil relationships are not undertaken
just because that is what is expected of teachers, they are
central concerns because they help teachers survive in
schools and classrooms. • Teacher education and particularly
school experience and teaching practice are often talked
of in terms of 'survival' and 'coping', but this immediately
raises the question of what is to be coped with or survived.
The literature on teaching and teacher education puts
forward a number of alternative answers to this question
(see Chapter 1). The analysis of student teachers' survival
problems presented in this study identified structural,
institutional and situational aspects of survival, but
particularly followed Pollard (1982, 1985a) in arguing that
a persistent dilemma for student teachers is based on a
question of maintaining a particular aspect of self-image
compared with a more pragmatic adaptation to specific
pressures or necessities: 	 'a question of commitment to an
ideal self or acceptance of more pragmatic interests'
(Pollard, 1985a, p.31).	 In terms of the distinctions made
earlier, the pragmatic concerns of the teacher context can
undermine or threaten realisation of the paradigmatic
interests of the educationist context and so serve to
challenge the student teachers' identity construction. This
was apparent from the analyses of both classroom and 'staff-
room' encounters: in short, pupils and school staff can
represent threats to ideals and commitment.
Student teachers have to prove competence in order to
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satisfy the expectations of significant others (tutors,
teachers and pupils), but also in order to establish and
sustain a teacher identity. In the classroom such competence
centred upon promoting a 'good' teacher-pupil relationship,
but achieving such a relationship proved to be elusive.
Moreover, classroom competence was frequently undermined by
routine illegitimate pupil-initiated noise. The 'reality
shock' of school experience confirmed to student teachers
that a 'working consensus' was 'something which has to be
achieved, worked for and frequently re-established during
the course of the working day' (Denscombe, 1985, p.10).
Classroom roder, felt to be fundamental to the establishment
of 'good' teacher-pupil relationships was not stable, and
routine disruptive behaviour on the part of pupils constantly
and persistently threatened the student teachers' sense of
competence and emerging teacher identity. Such threats
necessitated strategic action in order to re-negotiate a
fragile working consensus. 	 'Learning to cope', on this
level was an essential part of teaching, but particularly
difficult for student teachers. Inexperienced, and enjoying
only a temporary and transitional status within the school,
they had only four to six weeks in which to mutually negoti-
ate with pupils ways of coping through a process of estab-
lishment. This was a major constraint with which student
teachers must cope, and against which they had to work to
demonstrate competence.
It is h.owever, important to avoid overly deterministic
understandings of professional socialisation (Cole, 1985)
presenting student teachers as passively reacting to external
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pressures and constraints. Adaptation is never a one-way
process; negotiation, and more particularly resistance,
are also possible. This makes coping an essentially sub-
jective phenomenon.
This study has identified both pressures towards
accommodation and adaptation emanating from tutors, teachers
and pupils as well as situational and institutional factors,
and at the same time considerable variation in the extent to
which the student teachers conformed to or resisted such
pressures (cf. Lacey, 1977; strategic compliance, internal-
ised adjustment and strategic redefinition; and Sikes,
Measor and Woods, 1985: strategic compromise). It was evi-
dent that early days in school contained for all students
periods of stress and situations of potential conflict with
pupils and sometimes with staff, that were fundamental in
making or breaking students' teacher identity.
	
Pupils have
enormous impact on teacher identities. 	 As a number of
studies (e.g. Burgess, 1983; Woods, 1979;	 Riseborough,
1985; Sikes, Measor and Woods, 1985) including this one
have shown, pupils are capable of frustrating and furthering
teachers' paradigmatic interests. They are also responsible
for challenging and confirming student teachers' emerging
teacher identity: pupils are 'critical reality definers'.
From the student teacher's viewpoint, the coping require-
ments of different lessons (and different schools, groups
of pupils, lesson phases) varied considerably. It was
when the coping requirements of a lesson were experienced
and perceived as 'low' that the paradigmatic concerns of
the teacher perspective, centred on pupil enjoyment and the
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successful implementation of fraternising strategies, were
realised and the student's teacher identity and commitment
positively reaffirmed. It is through classroom interaction
with pupils that students develop a sense of competence and
commitment.
Power and control have much to do with the process of
teacher education and their consideration is vital to an
understanding of student teacher relationships with teachers
in school.	 Teachers are extremely powerful reality definers,
a position they gainfrom their status, their assessment role
in teacher education and their capacity to define the situ-
ation in the classroom. As a consequence, for student
teachers the successful negotiation of relationships with
school staff is as important as those with pupils. The
'baptism of fire' in the classroom was crucial to the
initiation process, but the key figures in that process were
occasionally teachers, rather than, or as well as pupils.
Like pupils, teachers were found to be sources of positive
and negative reinforcement of the students' identity cons-
truction.	 Some students confirmed their own self identity
by using teachers within their school experience school as
negative reference groups and role models, that is, types of
teacher with which they would not wish to identify.
In focusing on conflict and tensions experienced bet-
ween students and teachers in schools, I questioned con-
ventional understandings of teacher education which assume
a relatively unproblematic integration of new recruits into
homogeneous occupational culture. Such analyses are
inherently superficial and unbalanced in failing to take
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account of possible diversity in modes of induction into
teacher culture and also of student teachers' resistance
to challenges to their self-esteem and self-image. Thus
we saw in Chapter 4 that while many students found the
reality of classroom life at least initially exhilarating
and identity-confirming, some experienced crisis situations
in which their identities were 'at risk'. Moreover, while
most students quickly and effectively learned to modify
their pedagogical perspectives in line with definitions
established by college tutors (see Chapter 3), many strongly
resisted perspectives relating to teaching, pupils and
'professionalism' represented among teachers met on school
experience.	 This was sometimes necessary in order to
defend commitment and identity.
It is hoped that this study has developed the socio-
logical analysis of teacher education and provided grounds
for a reconsideration of the direction of research and policy.
It is to these issues that we now turn.
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Further research and policy implications
Writing in the British Journal of Sociology of Education,
Atkinson and Delamont (1985) admonished sociologists for
neglecting the processes of occupational socialisation of
teachers, pointing to the sparseness of research, particu-
larly of ethnographies, and to the theoretical and methodo-
logical limitations of the work which does exist. This study
goes some way towards redressing that neglect by providing
an ethnographic analysis of aspects of professional socialis-
ation relating to a course of initial teacher education in
a College of Higher Education. Inevitably, however, an
exploratory study such as this raises many further questions
and also leaves some aspects of the socialisation process
out of focus. Further ethnographic research on teacher edu-
cation might consider, for example, some of the following
issues:
a) the perspectives and strategies of subject studies
college tutors
b) the role, perspectives and strategies of school
teachers in relation to the professional socialis-
ation of new recruits. Comparisons between different
groups and categories of teachers in different
settings (e.g. primary and secondary) and different
social contexts might also be considered
c) the formal and informal criteria used by college
tutors and teachers to assess 'professional'
competence
d) the careers of teacher educators
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e) student teachers' initial encounters with pupils
and their use of 'coping' strategies in different
contexts (eg. with different classes of children)
and the development of strategies over the year
of professional studies
f) the significance of class, gender, ethnicity and
age to the process of teacher education
g) the curriculum of teacher education.
These are just some issues which might be addressed by
sociologists interested in furthering understanding of
teacher education. Such research would hopefully also
relate to questions of policy in teacher education, at both
macro and micro levels, that is, in relation to public
policy and to the social policies which individuals adopt
in their professional practice. It is to the policy impli-
cations of this and possible future research that we now
turn.
Although this study raises numerous issues for debate
in policy terms, I want to raise some very general
considerations in the light of recent policy changes in
teacher education. These will serve to support the argument
that the way forward in improving the quality and
effectiveness of both teachers and teacher education is the
initiation of renewed debate between researchers, policy-
makers and teacher educators.
The relationship between social research and social
policy is both controversial and problematic (Finch, 1986).
In the field of teacher education the relationships are
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more complex than most. As we have seen in Chapter 1, much
research in this field has been motivated by the desire to
produce more effective teacher education and more competent
teachers.	 This research has not generally produced results
in policy terms, since the only consistent conclusions - at
least until recently - were that teacher education was
fundamentally ineffective and that criteria of teacher
competency could not be agreed upon (Denscombe, 1982;
McNamara, 1986). On the other hand, the most important and
far-reaching policy changes In teacher education in recent
years: the establishment of the Council for the Accreditation
of Teacher Education (CATE) in 1984 and the publication of
criteria against which initial teacher education courses
would be assessed as a precondition of approval, revealed
neither the influence of solid social research nor reasoned
justification (McNamara, 1986). In the absence of research
progress it seems that policy initiatives must fall back on
assumptions embodied in conventional wisdom on teachers,
teaching and teacher education.
This study has not only challenged the conclusions of
many earlier understandings of teacher education, but has
also attempted to set the sociological study of teacher
education on new and potentially more fruitful foundations.
In doing so the study has raised questions about aspects
of that conventional wisdom which informs not only the policy
but the practice of teacher education.
Conventional wisdom frequently remains implicit and
taken-for-granted as self-evidently true. In attempting to
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make it explicit, one inevitably raises questions and
challenges its status as 'truth'.	 This study has gone
some way towards doing that and in turn has implications
for recent policy changes. Two examples illustrate this
line of reasoning and suggest grounds for potentially
constructive debate between policy-makers, social researchers
and teacher educators.
The first example concerns the notion of 'profession-
alism' and its relationship to personal and social
qualities in the assessment of student teacher competence
for both college tutors and teachers in schools. CATE
emphasises the importance of personal qualities in selecting
students for teaching, and even though there is no firm
research basis for any agreement on what personal qualities
are appropriate for effective teachers, nor on how they
might be identified, CATE has in effect attempted to pre-
scribe the personal qualities of teachers. As Reid (1986)
has pointed out, this comes dangerously close to implying
that teachers are born not made. The view that personal
and social qualities are fundamental to effective teaching
was found in this study to be implicit in the assessment
of new recruits. In Chapters 8 and 9, relating to college
tutors and practising teachers, we found much emphasis on
'professionalism' which, it was argued, served to legitimate
social and moral judgements of teacher competence based
heavily on subjective impressions of individuals' personal
and social competence.
This study has also shown the importance of classroom
teaching experience for shaping the perspectives, identity
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and commitment of new recruits. There is considerable
emphasis in the CATE criteria on teaching experience: first
the requirement that the staff of training institutions
should have 'recent and relevant experience' of teaching in
schools; secondly, the emphasis on involving experienced
practising teachers in all aspects of teacher education from
the planning and review of courses, the selection of
students to involvement in training and assessment in college-
based studies and school experience/teaching practice; third,
a criterion which sets out the number of weeks which
students should spend on school experience, but which has
nothing to say about the quality of that experience. There
are several problems with these provisions. The emphasis on
teaching 'experience' stands in some contradiction to the
logic behind the emphasis on personal qualities, for it
implies that teaching competence comes mainly through prac-
tice on the job and contact with practising professionals.
This in turn implies that those best (only?) qualified to
initiate new recruits into the occupation are those who
have proven classroom competence. The nurturing of strong
links with schools and teachers is something which has been
advocated for some years, and in itself reflects current
'good' practice in teacher education. However, it cannot
be assumed that the increased involvement of practising
school teachers will automatically improve the quality of
teacher education, for as Chapters 4 and 9 suggest, the
relationship between college, school and student can be
highly complex and problematic. Finally, there is little
recognition of the specific constraints of classroom
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experience for student teachers as discussed in Chapters 5,
6 and 7, particularly as they relate to the process of
establishment and developing effective coping strategies.
The basic problem with the CATE criteria is that they
focus on formal and institutionalised relationships, when
in fact the 'quality' and 'effectiveness' of teacher edu-
cation is to be found much more in its informal organis-
ation, its interpersonal relationships and its hidden
curriculum.	 As Hunter (1985) has said:
After all the forms are filled in, the teams of
assessors hosted, and the increasing number of
formal hoops jumped through, the quality of
teacher training will still depend ultimately on
the quality of student/lecturer relationships,
the creativity of the informal student culture
and the level of personal reflexivity and
maturity attained by students to adapt and grow
as initial teachers - and these cannot be
legislated for.	 (Hunter, 1985, p.101)
It is these micro-political aspects of teacher education
with which this study has been concerned - those aspects
which cannot be legislated for. In this sense the CATE
criteria are largely irrelevant to the quality of teacher
education. The challenge for teacher educators,
researchers and policy makers lies elsewhere: in an agenda
for research and reflexive debate which feeds into policy
issues. The way in which the quality and effectiveness of
teacher education will be improved is by increasing our
understanding of the process itself. The potential lies
in research which utilises a variety of methodologies, in-
cluding ethnography. Imaginative and innovative research
projects centred on the issues and problems already
suggested would then hopefully inform policy-oriented
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debate, at national, institutional and individual levels,
on for example:
a) the assessment of student teachers' 'professional
competence'. This is recognised as highly proble-
matic, yet both CATE and other DES proposals for
teacher appraisal place great stress on the
assessment of teaching competence, especially with
reference to the personal qualities assumed to be
relevant to teacher effectiveness.	 The problems
and vagaries of assessment were recognised by tutors
and students at Haydon Park College, but at the same
time the influence of the hidden pedagogy on
assessment was also taken for granted. We need to
give far more consideration, in both research and
policy terms, to the criteria of 'professional
competence' and the meanings attached to 'profession-
alism' by student teachers, practising teachers
and teacher educators. The possibility, for
example, of involving students themselves in the
assessment process has not often been raised,
attention more often being given to the involvement
of practising teachers.
b) the links between teacher education institutions
and schools, especially in relation to the quality
of teaching practice, supervisory support and
guidance.	 This study has raised many questions
about the nature of relationships between student
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teacher and practising teachers. We need to
consider the ways in which we might promote shared
understanding and a sense of partnership in order
to establish positive and supportive student teacher-
supervisory teacher relationships in schools.
The present changes and upheavals in the organisation
and content of teacher education, the recent theoretical
and conceptual developments in the study of other educational
settings and the concern for more policy-oriented
qualitative research (Finch, 1986), together provide strong
grounds for remedying the sociological neglect of teacher
socialisation.	 This study has gone some way towards that
end, and will I hope contribute to renewed debate and
further research.
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APPENDIX
This appendix contains a more detailed discussion of
methodological aspects of the study than is given in the
text. Locating such a discussion in an appendix should not
be taken to imply that the issues raised are peripheral or
immaterial to the analysis presented in the preceding
chapters. As the following will make clear, the conduct of
ethnographic research is a social process inextricably
bound up with both the substantive and theoretical concerns
of the specific research project. The consideration of
significant aspects of the research methodology is reserved
to the appendix for organisational purposes (see Chapter 2).
The aim is to present an account which allows for some
evaluation of the study.
The fieldwork
The research on which this study is based involved
approximately one year of part-time fieldwork from June 1981
to June 1982 at a College of Higher Education known here
as Haydon Park College. During the fieldwork I observed
and participated in the activities of a number of groups of
student teachers, focusing for the most part on two groups,
28 students in all, who were intending to teach pupils in
the secondary school age range. I conducted a number of
relatively informal and unstructured interviews with students
at three main points in the year (after each block of school
experience) and also with their tutors towards the end of
the fieldwork. These were all recorded. I also spent a
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great deal of time chatting to tutors and students on an
informal basis. In addition, I accompanied two tutors on
a small number of visits to students on school experience
and observed students 'at work' in the classroom. On these
occasions, I sometimes sat in on discussions of students'
progress between college tutors and members of the school
staff. The fieldwork also involved the analysis of docu-
mentary evidence, including student records and course
material.
The importance of reflexive accounts
This appendix has started with a very brief statement
describing my research strategy, pointing to the use of all
the qualitative techniques commonly associated with ethno-
graphic fieldwork: observation, participant observation,
informal and unstructured interviews and the collection of
documentary material. However, such a statement says little
about how the research was actually conducted, and by the
criteria of recent developments in research methodology
(Shipman, 1976;	 Bell and Newby, 1977;
	
Roberts, 1981;
Burgess, 1982, 1984a, 1984b, 1985a) is far from adequate as
an account of the methodology of my study.
Conventional accounts of methodology often imply that
fieldwork is one stage of the research process, involving
the collection of data by means of a variety of techniques.
This stage is assumed to be divorced from other aspects of
research. Accordingly, these accounts ignore the way in
which techniques interact with the research design, the
production of theory, the analysis of data and ethical,
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practical and political issues (Burgess, 1986b). Recent
developments in research methodology suggest that research
is a social process dependent on a complex interaction bet-
ween the researcher, the researched and the research problem.
This recognition emerged, in part, from the anti-positivism
within the social scientific community of the 1970s concern-
ing issues of value-freedom and objectivity. 	 Many began
to question the status of 'science' and 'scientific method'.
It is this recogni.tion of the social nature of the
practice of research that has given rise to the increasing
popularity of what are variously called first-person, auto-
biographical or reflexive accounts in the tradition of
Whyte's (1955) famous appendix to Street Corner Sociej.
There are now a growing number of published accounts (Hammond,
1964; Habenstein, 1970; Shipman, 1976; Bell and Newby,
1977; Roberts, 1981; Bell and Roberts, 1984; Burgess,
1984b, 1985a, 1985b, 1985c) which focus explicitly on the
experience of doing research and examine the relationship
between theory, method, researcher and researched. Such
accounts differ in focus and emphasis: for example, while
Roberts (1981) considers gender issues in research, Bell
and Roberts (1984) focus on the political context of re-
search in the 1980s. Some accounts are simply 'good
stories' where individuals 'spill the beans', while others
attempt an analytical discussion of particular issues,
often in relation to specific research settings like edu-
cation. All however, attempt to link the process and
practice of research by drawing attention to the problems
that arise in the conduct of social research.
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Although generally welcomed and praised as an attempt
to 'open up' and increase our understanding of the way in
which research is actually conducted, these accounts have
not gone without criticism. It has been pointed out that
they are inevitably reconstructions of the research process'
and as such are necessarily retrospective and selective -
in a sense they are beset by the very problems they seek
to overcome (see Burgess, 1978; Burgess and Bulmer, 1981;
Dingwall, 1980).	 Nonetheless, the importance of reflexive
accounts cannot be overlooked, for as Burgess (1984b, p.6
and p.lO) has commented, they 'do begin to demystify the
ways in which research is conceived, funded, managed, con-
ducted, written and published' and 'they demonstrate that
there is no universal set of procedures involved in the
conduct of qualitative research ... they do highlight the
principles, processes and problems to which researchers
need to be sensitised . . . ' . 	 It is clear that much can be
learned about the practice of research from reflexive accounts.
There is a second and equally important justification
for reflexivity in writing research methodologies. This
relates to the evaluation of the data, findings and con-
clusions of research projects, particularly in terms of their
validity. The case has been summarised by Hammersley, who
introduces his own reflexive account by arguing that the
importance of such accounts:
begins from a recognition that the researcher always
has some impact on the setting he or she is studying,
that the selectivity necessarily involved in research
activity will shape the data and findings, and that
researchers are by no means immune to the effects of
interests and values. These three features open up
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research to a wide range of potential threats
to validity, from reactivity of one kind or
another to bias on the part of the researcher
in interpreting the data. In this light the
function of a reflexive account is, to indicate
the nature and likelihood of such threats, as
well as outlining what has been and could be done
to deal with them.
(1984b, p.41)
The following discussion of aspects of my research
methodology attempts to be reflexive with these consider-
ations in mind. In particular, such an approach is important,
because the research was based on part-time fieldwork in
an institution in which I taught, facts which must have
significantly shaped the whole research process. As far
as I am aware, there are no published autobiographical
accounts from part-time researchers - or if there are, they
have failed to draw out and make explicit the limitations
and constraints this places on the research process.
Reflexivity therefore becomes important in enabling the
reader to assess the research findings as produced by a
part-time teacher-researcher. Nonetheless, it must be
emphasised that the account is subject to the core criticisms
of reflexive methodologies: it is certainly a selective
account, and it is also largely a reconstruction. It fo-
cuses on aspects of the methodology which were significant
to the evolution of the fieldwork and shaped the analysis
of the process of teacher socialisation presented in the
text. The account is recosntructed in part from fieldnotes
but mostly from recall. This is because I approached the
fieldwork intuitively (Ball, 1984). At the time I was largely
unaware that my activities t in the field t in fact constituted
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a research strategy. 2
	
I simply 'entered the field' and
drew on my own personal capacities in the situations I met,
being aware only in the vaguest sense, having read a number
of ethnographies and a limited range of methodological
literature, that I was engaged in 'negotiating access',
adopting 'field roles' and developing 'field relations'. For
this reason I did not really keep a detailed record of my
research practice: concentrating on producing data, my
research strategies were not explicated. I did not even
appear in some of my first fieldnotes	 I felt that I was
simply laying down the groundwork of negotiating initial
access and learning the formal organisational structure and
culture of the college before the 'research proper', the
collection of the 'real' data, could begin. This was, of
course, naive, and it is only in retrospect from the complex
inter-relationship of problems, theories and methods that
my methodological approach can be explicated and assessed.
Accordingly, it must be recognised that in writing this
reflexive account I have imposed a degree of order on what
was in fact a messy, complex process. Similarly, I make no
claims about 'coming clean'; insights there may be,
	
but
reflexive accounts ultimately cannot tell us how the research
was carried out in practice. My intentionis to simply
highlight the eclectic nature of my research methods and
some of the problems I encountered, in order to demonstrate
the social nature of the research process and enable its
validity to be assessed.
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Establishing a research project: death and evolution
For most people doing research part-time, the major
problem is one of time (Pollard, 1985b).	 The part-time
researcher frequently has to fit research activities around
other commitments. Since such research is often unfunded,
the researcher may have to structure the research around the
commitments and responsibilities of full-time employment.
These will shape and limit the nature of the research in
many ways. Formulating a research project becomes a matter
of considering what is practicable. Even so, grand ideas
and hypotheses are hard to abandon.
The practical constraint of time probably shaped the
nature of my research more than any other factor, from re-
search proposal, fieldwork relations, data gathered and its
interpretation, right through to the writing up of the re-
search.	 For this reason what I eventually did was quite
different from what I actually proposed to do - my research
intentions gradually changed, and large parts disappeared
completely, simply because of practical considerations. To
a large extent, however, this is in the nature of ethno-
graphic research, particularly exploratory research of this
kind. There are few preset ideas or intentions, other than
the desire to find out what is going on. Nonetheless, one
has to decide where and on what aspect of social life this
fluid and open-ended intention will be directed.
In 1980, I held a part-time teaching post, and I decided
to apply for registration as a research student. My main
interests were in the sociology of education, particularly
teacher education (an area where there seemed to be little
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sociological research) and the education of women. I worked
in an establishment which was engaged in teacher education,
and I had recently completed a P.G.C.E. course in another
nearby institution. My original research proposal was built
on these facts of my biography. I wanted to conduct a
comparative study of male and female student teachers in two
institutions, one providing the B.Ed. route to teacher status,
the other, the P.G.C.E. route.
	 In a sense the 'where'
delineated the 'what' in my fieldnotes. As Pollard (1985b)
notes, for the part-time teacher-ethnographer circumstances
dictate pragmatic decisions of this kind. However, long
before I was ready to enter the field, I dropped the con-
sideration of the P.G.C.E. course, and thereby the second
institution.	 In terms of time available to do fieldwork,
it was simply impracticable. This immediately cut out one
half of the comparative element of my original research
proposal. Yet more changes were in store as I began negoti-
ating access to carry out the study in the institution in
which I worked.
Negotiating access
Having spent some time reading around the research area
of teacher education and socialisation, in. mid-1981 I began
negotiations to enter the field. In some ways, this could
be regarded as easy. I was not attempting to enter an
institution where I was unknown, nor one which was unknown
to me. I worked in the College, I was even a member of
staff of the Faculty in which I wanted to do the research.
This meant I knew where to go and who to contact in order
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to seek clearance and approval to do the research. However,
these facts make the situation sound much more familiar
than it actually was. Although I was formally a member of
staff, this was only on a part-time basis; furthermore, my
work was located on a different campus to the majority of
faculty members. For these reasons, I knew few members of
staff, and none of those engaged in teacher education work.
The formal status of colleague, educationist and sociologist
with proven credentials certainly helped in negotiating
access to research settings, but to a large extent I was
approaching strangers and an educational setting with which
I was unfamiliar. Nonetheless, my membership of the insti-
tution I was intending to study helped open up situations
for research, in that for example I was frequently introduced
to teacher education staff as a colleague who taught on the
other campus and was also conducting research. This served
to identify me as a credible practitioner as well as a re-
searcher and helped in establishing common ground on which
to build rapport (Woods, 1986). However, conducting research
in an institution where one works is most definitely not
wholly advantageous. Familiarity can add a most pertinent
dimension to the whole negotiation process and later to the
research process. My anxieties concerning the negotiation
of access were made particularly acute by the fact that I
was formally a part of the institution I was proposing to
study. What if I was refused access, what if they did not
like me or accept the validity of my research project, what
if approval was not forthcoming? If I was refused access,
not only would the whole research project fall apart, but I
could hardly run away swearing never to return	 My
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confidence as a teacher might also have been at stake.
It was with some trepidation that I approached the Dean
of Faculty to seek his formal approval of the project. Much
depended on this interview. In point of fact, the Dean was
extremely supportive and helpful, even when I challenged
his assumption that all sociologists gave out questionnaires,
and informed him that this sociologist wanted to actually
sit in, observe and even participate in classes, lie said
he would send a memo to members of staff indicating my
intentions and to provide some formal avenue of access, but
leaving it to my 'charm and tact' to negotiate entry to
individuals' classes. He also provided me with a list of
teacher education staff and a diagram showing the structure
of the faculty, offered to lend me his own thesis on the
history of teacher education, recommended some reading in
this area and undertook to provide me with any other back-
ground information I needed later on. I regarded this
interview as data of potential value to the development of
the research. For example, he expressed concern about the
high drop out rate in teacher education suggesting this was
in part an effect of the way in which courses were organised.
In his view students were alienated because there were few
opportunities to build tutor-student relatLonships. This
alerted me to the possibility that staff-student relation-
ships might be important in the process of teacher education.
The interview took place towards the end of the summer
term in 1981, and it left me free to negotiate with other
members of staff for the intended fieldwork period during
the academic year 1981-2. Since the end of the examinations
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period in college left me with rather more free time at
this point in the year, my supervisor and I decided it might
be a good idea to spend some time in the field, getting to
know the institution, the people and the course. Negoti-
ations with individuals would now have to begin in earnest.
I wanted to join some classes, meet students and staff, to
find out how the B.Ed. course was organised and to establish
initial relationships. To do all this I needed clearance
and approval to sit in on classes and teaching sessions from
the staff who took such classes. Nerves and panic struck
again - large doses of bravery were required. In fact, I
took what I felt to be an 'easy way out' and asked a sociology
colleague to introduce rue to some education tutors who
happened to be in their offices and I negotiated with them
a number of sessions I could attend in the next few days. My
anxieties were unfounded: everyone was most helpful and
interested in what I was doing.
The first taste of fieldwork
In the last week of the summer term 1981 I joined a
number of sessions for B.Ed. students. I participated in a
drama session on teacher types; I sat in on formal seminars
with students completing their professional studies year
and another seminar for students ending the induction course
for professional studies. I was also invited to an 'end of
term' session where food, drink, and entertainment in the
form of a 'This is Your Life' sketch written and performed
by the students for their professional studies tutor were
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all provided. On each of these occasions I adopted what
seemed to be the most obvious and natural role. For example
in the drama session as one of about sixty taking part, it
was easy to join in anonymously - indeed because I was not
formally introduced to the lecturer actually taking the
session until we broke for coffee, I was assumed by him to
be a student and regarded as such throughout the session.
took my cue on the most appropriate role to adopt from the
tutors whose classes I attended. Paul Brown introduced me
briefly to his group of students at the start of the session
by explaining that I was a colleague 'mainly teaching on
the other campus, who is interested in doing research into
initial teacher training and has come along to see what goes
on' . In the tutor-led seminar which followed I simply
adopted the role of observer and listener. Another tutor,
Mary Sprive, after welcoming me to the session, attached me
to a group of students by saying 'would you like to sit here
with Christine and Jeanette, they'll look after you', and
left it to me to explain to them who I was and what I was
doing.
In general, I joined in sessions and took opportunities
to chat to students about teaching, their experiences of
the past year on school experience and their job prospects
for the coming year. There was no pre-determined plan for
my questioning, I simply engaged individuals or small groups
in conversation about what I took to be their probable
concerns; for example I quickly discovered that whether or
not it was advisable to stay on at college for a 4th Honours
year was a fruitful topic of conversation. In addition to
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attending sessions I spent some time talking to tutors and
asking questions, trying to gain some understanding of the
basic structure of the B.Ed and following up topics of
conversation which at that time seemed particularly relevant
to my research concern on gender differences. For example,
I recorded in my fieldnotes part of a conversation with the
Head of Applied Education.
	 She had just explained to me
that third years, having finished their final teaching
practice, were now coming into college to read their reports:
• . . and they seem to expect criticism . . . I find it
very sad. They seem to expect to be told what they
are not doing right and find it difficult to accept
praise . . . when they come to read their reports,
they colour up - at least the girls do. I think
it's part of their conditioning; in school they're
always told what's wrong . . . and yet all through
the course they are told the importance of praise,
but they don't seem to be able to accept it
themselves. 3
At this time my expressed intention was still a comparative
study of male and female student teachers. Part-time re-
search is however, inevitably the story of research shaped
by constraint and fortuitous circumstances. This suggests
research is not a static process, but is constantly evolving.
As one enters the field, the research design is reformulated
and refined to a greater or lesser extent. In the case of
my own work, its direction was to change quite fundamentally
once I had entered the field.
There were four years to the B.Ed. course and I had
only one year in which to complete the fieldwork. It seemed
impracticable to focus on all four years, so my study became
narrowed to the third year of the course - the professional
studies year, at the end of which the student teacher, if
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successful, gains qualified teacher status. The reasons for
focusing on this year were both fortuitous and principled.
My initial contacts with education tutors were with those
mainly concerned with professional studies, and it was
mostly third year classes which I joined. The professional
studies year was also relatively self-contained and distinct
from the other years. Moreover, this year of the course was
the most significant for students in that it involved them
in school experience. For these reasons it seemed to be
central to the professional socialisation process. Even in
this third year however, there were ninety students in six
different groups.
My intention had been a comparative study of male and
female student teachers. I soon discovered, however, that
of the ninety students in the professional studies year, only
eleven were male, and five of these were - to put it politely -
'very mature students'. This was, I decided, an inadequate
basis for comparison.	 As a consequence the comparative
element of the research in relation to gender, became a very
subordinate theme. My research problem thus grew more
specific while becoming broader: an exploratory study of
the process of initial teacher education. 	 The focus of
study became the two groups of student teachers training to
be subject specialists in secondary schools.
Selecting the two groups for study was less a matter
of systematic theoretical and methodological choice than of
intuitive pragmatism. Since my own teacher training was
with this age-group, I was both more interested in them and
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felt I had a clearer understanding and empathy for what
they would be doing. Of equal importance in my decision to
focus on these groups was the fact that the tutors were
particularly friendly and supportive of my research endeavour.
Issues of selectivity an.d significance
This account of how my work developed, narrowed and
focused, clearly demonstrates that the research process does
not fit the linear model often presented in methodology text-
books (that is,research design followed by data collection
followed by data analysis). Instead the research process is
presented as much more open-ended, opportunistic and messy,
a process in which the whole project is constantly defined
and redefined, not merely by the researcher, but also by the
researched and by the opportunities and constraints offered
by the research setting and the circumstances of the researcher.
The account also demonstrates that decisions about where
to observe, whom to observe and what to observe were not
governed by rational, systematic or ' scientific ' criteria
(cf. Strauss et al., 1964 and Spradley, 1980). 	 Here again,
accounts in methodology texts emphasise the importance of
systematic sampling of time, events and people, and careful
choice of a research setting - all governed by theoretical
criteria. But how far does this take place in practice?
Burgess (1984a) comments that it is rare to find systematic
discussion of the principle of selection used in a particular
study. Ball (1984, p.75) points out that 'sampling is not
something that is normally talked about by ethnographers -
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except for theoretical sampling (. . .) yet in studies of
complex institutions, like schools, the fieldworker is
engaged in both explicit and implicit forms of sampling'.
The very nature of fieldwork where the sociologist is a tool
to explore the social world, necessarily involves selection -
this may sometimes be governed by explicit criteria but more
often is a result of the simple fact that as a lone researcher
one must make decisions about where to be, who to listen to
and what to record and so on.
Burgess (1984a) acknowledges that research sites may
be selected where individuals are willing to co-operate, and
where the situation is convenient for the researcher,
possibly because contacts have already been established.
Both Burgess and Ball describe how these factors to some
extent influenced their choice of school. Most studies
however, imply that the research site was selected to fit
the research proposal.	 In my own case, the process was much
more one of mutual influence: to a large extent the selection
of the research site shaped the research design.	 The
balance between theoretical and methodological considerations
on the one hand and practical considerations on the other
will clearly vary for different researchers, but the balance
may shift more towards the latter for the part-time researcher.
Having selected a site, the researcher is still confronted
with decisions about what, who and when to observe. Several
writers emphasise the importance of time sampling, that is
sampling activities and events which occur over a period
of time, as well as the activities and events which occur
at particular hours in the course of the day. However, the
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possibility of time sampling may be denied to the part-time
researcher who is obliged to fit the fieldwork around other
commitments, and other means of covering events and situations
which cannot be observed at first hand must be found, for
example the use of interviews of respondent diaries. Inevit-
ably, the picture built up in any study must be partial as
it is never possible to cover all the events, situations and
people involved in a given research setting.	 Systematic
sampling of locations, time, events and people (Burgess, 1984a)
may for the ethnographer and especially the part-time ethno-
grapher, be rarely possible and in its place, selection of
a largely unprincipled and unintentional nature may be the
actual practice (Hammersley, 1984b). In common with other
ethnographic researchers, my interactions with individuals or
groups of individuals were not equally distributed; I associ-
ated more with some than with others, I developed closer
relationships with some than with others and in this sense
my sampling was opportunistic (Burgess, 1984a).
As I became more concretely aware of the practical
constraints and opportunities of working within this particular
research setting, so my work became more focused and general
themes took shape. At first however, in common with at least
some other ethnographers (eg. Hammersley, 1984b; Woods, 1986),
I felt myself to be floundering, and experienced acute
anxieties about my own ethnographic skills and the feasibility
of the research itself.
Having entered the research setting, the question con-
fronting all beginning ethnographers, and a source of consider-
able anxiety, is how does one know what is significant? I
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alternated between two dominant feelings at the start of the
fieldwork: either that nothing of any significance had
occurred or that so much of pssible significance had
occurred I was and would be in danger of being inundated with
data. The problem for ethnographers in educational settings
is that of 'making the familiar strange' (Delamont, 1981)
and getting behind the 'taken-for-granted' (cf. Atkinson,
1984 and Becker, 1971).	 In practical terms it was a
question of fieldnotes - exactly what should I take note of?
In the event, I initially resolved the problem in the most
basic way by trying to record as much as possible - or at least
as much as my memory, time and motivation would allow me to
deal with. This in itself I found a daunting task. Since my
intentions regarding the direction and focus of the research
were unclear, I attempted to record a chronological account
of events, interactions and conversations as they happened.
Sometimes, as for example when I was simply observing in the
micro-teaching sessions or when joining in was very passive
as in formal seinar sessions, I was able to make fairly copious
notes on what went on and what was said. Such notes were
invaluable when it came to writing up a more detailed account
later that day. At other times it was either impossible or
inappropriate to take notes, as for example.when I was fully
participating in activities, chatting informally or observing
students in school. At those times it was necessary to write
fieldnotes almost entirely from memory. Describing events I
found relatively easy, but keeping a record of conversations
was much more problematic. Conversations with staff and with
students were totally informal and unstructured and covered
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a considerable range of issues concerning the college, the
course, student teachers and teacher education in general,
as well as the specific problems of individuals. I found it
impossible to record such conversations verbatim, instead
I aimed at an account of the content interspersed with short
quotations. Gradually as the research and my memory became
more focused, I was able to record more or less verbatim
extracts of significant conversation.
However, at the start of the fieldwork I was very con-
cerned not only about the time it was taking to write up
fleidnotes and what I felt to be massive lapses of memory, but
also about the impossibility of gathering all the relevant
and useful data.	 In the latter case I was aware that because
of my teaching commitments I would be unable to attend any of
the subject studies classes which were part of the professional
studies course, and it was possible I was missing out on very
valuable data here: the 'elsewhere syndrome' as Woods (1986)
has termed it.
It has since struck me as strange that the difficulties
of writing up fieldnotes are rarely mentioned in the literature,
autobiographical or otherwise. It is, in my experience,
virtually impossible to write up in detail and with a high
degree of reliability the events and conversations of an
unstructured social gathering. Fieldnotes are necessarily
subject to the limitations of memory and conscious and uncon-
scious editing, and these are always possible sources of
inbuilt bias.
Glaser and Strauss (1964) have suggested that field
researchers engage in theoretical sampling.	 This entails
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analysis of data during the course of the fieldwork to
generate theory and a shaping of the data collection process
to develop that analysis. The end result is grounded theory.
This was the consciously supposed basis of my own approach
to fieldwork: my noble intention was to produce grounded
theory. However, pressure of time - it not only takes hours
to produce comprehensive fieldnotes and even more hours to
transcribe taped interviews - meant analysis of data was only
superficial during the fieldwork period: a periodical search
for emerging themes in the accumulating data. In practice
my approach approximated more to what Hammersley (1984b) has
called 'dredging' which he defines as 'choosing a setting
and collecting all the data available in it relevant to
particular foreshadowed problems' (p.56).
Partici p ant observation: research roles and relationships
Virtually all fieldwork involves the method of social
investigation referred to as participant observation. Becker,
who has used and written extensively on this method of
research, summarises the task of the participant observer:
The participant observer gathers data by
participating in the daily life of the group or
organisationhe studies. He watches the people
he is studying to see what situations they
ordinarily meet and how they behave in them. He
enters into conversation with some or all of the
participants in those situations and discovers
their interpretations of the events he has observed.
(Becker, 1958, p.652)
As a research strategy, participant observation is parti-
cularly well suited to eliciting an understanding of situations
from the point of view of the participants themselves, rather
than simply the view of an outsider. Furthermore, as a
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general strategy, it has the advantage of flexibility
concerning the researcher's participation, field roles and
relations with informants.
There is now a substantial literature on research roles
and relationships vis--vis participant observation. We
can distinguish, for example between overt and covert parti-
cipant observation (Bulmer, 1982) or 'active' and 'passive'
participant observation (Schwartz and Schwartz, 1955) or
follow Gold (1958) who distinguishes four ideal-typical field
roles: the complete participant; the participant-as-
observer; the observer-as-participant; and the complete
observer. In the complete participant role, the true identity
and motives of the researcher are not made known to those
being studied, with the result that covert observation is
involved. Such covert research is generally regarded by
sociologists as 'a form of research enquiry which should be
resorted to only where it is not possible to use other
methods to obtain essential data' (British Sociological
Associaton, 1982). However the distinction between secret
or covert research and non-secret or overt research cannot
always be sustained - in fact, Roth (1962) maintains that
such a distinction can never be sustained, as it is never
possible to tell the researched t everything', and in public
settings such as schools, it is impossible to indicate to
all the participants that research is being done. In research
in educational settings for example, it is common to inform
and seek approval for the research from the staff, but
this consideration is not normally extended to the pupils or
students. In my own case I tried to inform all tutors and
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students with whom I was most involved about the motives
for my presence, explaining that I was carrying out research
on teacher education. Surprisingly this vague justification
seemed to satisfy most individuals, at least initially. Of
course, many of the students and teacher educators did ask
questions about what I was doing and so became more aware of
the precise nature of the-research. Inevitably, the extent
to which participants can and should be fully informed of
the exact nature of the research raises ethical questions, and
here I have to state that there are some individuals who
appear in this study behind pseudonyms, who have little or
no idea of their presence.
Gold's participant-as-observer role is the one most
frequently adopted by researchers in the ethnographic style.
Researcher and researched are aware that the relationship is
one of research, and so the researchers observation acti-
vities are not concealed, but subordinate to the activity
of participation. This has been the main role adopted by
many of the school ethnographers (Hargreaves, Lacey, Ball,
Burgess), and indeed it is probably the form which comes
closest to describing my own general strategy. My informants
were aware that I was there because I was doing research,
but as far as possible, I participated in what went on: I
sat in on lectures, I joined in group activities and tasks
and I chatted over coffee and lunch.
The literature on participant observation suggests that
Gold's final two roles are rarely used. The observer-as-
participant role involves situations where contact is openly
public but brief and specific. While some formal observation
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may be possible, participation is limited. The complete
observer role involves no joining in at all by the researcher,
the purpose being to eavesdrop or reconnoitre a social
setting.
The problem with Gold's four-fold classification and
the way it has been used by others to classify research
roles has been clearly put by Junker:
it is made to appear that the four roles can be
sharply distnguished and that the field worker
will find himself cast in one and only one
position, with its opportunities and limitations
as indicated . . . the practising field worker may
well find his position and activities shifting
through time from one to another of these
theoretical points, even as he continues
observing the same human organisation.
(Junker, 1960, p.38)
Burgess (1984a) quoting Junker, points out that the field
worker may find that these different roles will be used in
different phases of the research or at different moments
in the course of the research. Roles are developed throughout
an investigation and each role with each informant is con-
stantly negotiated and renegotiated.	 Moreover, in any
given social situation, one's role may be quite different
to the variety of participants in that situation. For
example, when I visited students in schools with their
college tutor, my role in relation to different individuals
and groups was quite distinct. With the tutors, my role
was largely that of participant-as-observer, in that my
presence was recognised as for research purposes but this
was subordinate to my temporary and limited participation
in the tutor role of visiting and observing a student teacher
in school. I was introduced to school staff as a colleague
come to see how the work of a professional studies tutor was
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done. With the teachers and student teachers met and
visited in school my role was closer to that of observer-as-
participant: I was present to observe but only very
briefly. As far as the school pupils were concerned, my
role, since it normally consisted of silent stranger in the
back of the classroom, was simultaneously more akin to both
that of complete observer, which it was obvious I was doing,
and that of complete participant in that my true identity
and intentions were never made known to them. But this in
itself underestimates the complexity and dynamic nature of
researcher roles, for on each school visit (as in other
research settings) my role changed in the course of inter-
action with each participant.
Burgess (1984a), following Janes (1961), discusses how
the researcher's role develops through different phases with
different individuals in the research situation. 	 Burgess
implies that the researcher's role relationship with inform-
ants develops progressively through a number of phases
(whilst recognising that some role relationships never get
beyond a particular phase). Unfortunately, this fails to do
justice to the complexity of the research situation in which
one's overall role relationship of participant-as-observer
may develop progressively, but at the same time, according
to the specific research situation - for example, lecture,
seminar, micro-teaching session, coffee break - the research
role may vary quite considerably. This suggests that to
some extent the research relationship and research role with
any one informant can vary independently.
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This seems to be, in part, what Gans (1968) is getting
at when he suggests that the activities and roles of par-
ticipant observation can be classified in terms of the field-
worker's emotional relationships with the people studied.
The three roles he distinguishes in his own work were useful
in clarifying my own research roles. First, there is the
total participant, where •the fieldworker is completely
involved emotionally in a social situation and only when it
is over becomes a researcher again,writing everything down.
This most clearly describes my own role on days set aside
in the professional studies course for 'school based acti-
vities'. For example, one day was devoted to the 'perception
of teaching as the organisation of learning experiences' in
which groups of students were required to work through
twenty 'activities' such as problem solving, drawing,
'inventing' and copying. I joined a group of students and
participated fully in all the activities we worked through
- and wrote it all up that evening. However, as Cans makes
clear, such participation is never total because psycho-
logically one is a researcher twenty-four hours a day and
thus on the margins of the social situations and relationships
studied. Cans then distinguishes the researcher participant
role where the field worker participates in.a social situation
but is personally only partially involved, and so can function
as a researcher. This is probably the most common role
adopted in research of an ethnographic nature, though the
extent to which one is researcher rather than participant
or vice versa can vary substantially. For example, in college
sessions devoted to micro-teaching, I was formailly a member
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of the group for which the lesson had been prepared, and
participated as such in handing around material, paying
attention and doing anything the group was asked by the
'teacher';	 however, when it came to evaluating and
analysing the videoed micro-lessons, I withdrew from active
participation, I never proffered my own views and in fact
consciously adopted an 'observer' strategy in order to be
able to make detailed notes on the discussion of each micro-
lesson. Here I was adopting Gans' third role; that of total
researcher, which involves observation but no personal
involvement in the situation. 	 This also fairly accurately
describes my emotional relationship when I observed students
teaching in schools.
Participant observation: substantive roles
So far I have discussed field roles from the point of
view of the researcher and in the academic terminology of
sociological method. There is another way of viewing field
roles and relationships: from the point of view of the
researched and in substantive terms.
	 Such a discussion is
essential to any reflexive account of method and also to an
evaluation of the extent to which the participant observer
disturbs the situation investigated.
Some researchers have taken on an established role
within the research setting. Several school ethnographies
have been conducted by the sociologist becoming a teacher
for at least part of the time in which they are in the school.
This gives the sociologist a legitimate position within the
institution and can help facilitate good research relation-
ships with the school staff. On the other hand, it can involve
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a whole host of problems and difficulties, especially when
the focus of the research is the pupils' perspective rather
than the teachers' (see Hargreaves, 1967; Lacey, 1970,
Ball, 1981; Burgess, 1983). Others, attempting to avoid
the problems associated with a teacher identity have entered
the research setting with no established role except that of
researcher (see Willis, 1977; Woods, 1979). Llewellyn (1980)
and Spindler (1974) even attempted to take on 	 participant
pupil roles in their studies.
	
Clearly, none of these
strategies is without problems and many educational ethno-
graphers have seen the decision to teach or not to teach as
a crucial one. This has much to do with the nature and focus
of the research and the obvious limitations on the possibility
of 'passing' and participating as a pupil.
In my own research, decisions about substantive roles
and identity were both more and less complicated. First, I
did not adopt any established role for the purposes of the
fieldwork, and in this sense I was more an involved re-
searcher (Woods, 1979) than a participant in the strict
sense. 4 For me, and I suspect for most ethnographers, there
was constant movement back and forth between the various
roles and statuses that I held, or more particularly were
attributed to me, within the research situation. 	 It is
interesting to note that handbooks on field research stress
the importance of the construction and negotiation of a re-
search identity, without recognising that the individual
researcher inevitably possesses a number of overlapping, and
sometimes ocnflicting, identities. This seems particularly
important in the case of the part-time researcher. At
499
different times in the course of the fieldwork, and with
different informants, I was variously:	 formal researcher;
fellow student teacher; teacher; colleague and friend.
This variety of roles and identities sometimes provoked role
conflict, but perhaps more often led to a degree of
ambiguity in relationships withinformants. Centrally and
crucially, my research relationships were complicated by
the fact that I was a trained teacher employed as a lecturer
in the institution in which I was carrying out the fieldwork,
yet consciously cultivated identification with the students.
While virtually all knew that I held a teaching position
in the college and that I was engaged in research,and so
these were my primary identities, I participated in much of
what went on as a student. For example, in lecture or
seminar sessions I sat with the students, and like most of
them, took notes (only my notes were rather different in
form and content), or actively became involved in the tasks
and activities set up for the students by the tutors. In
addition, at coffee and lunch times I went with the students
to the canteen and chatted with them informally. My identity
as a student teacher, however, was never complete. I did
not attend all their sessions, I did not do the private study
and course work they were required to do, and, most import-
antly, I did not have to live through the trials and tribu-
lations of micro-teaching or of school experience. Furthermore,
the fact that most of the students knew that I was a trained
teacher, also made my identity ambiguous. Not only was I
asked about my own experiences, both of teaching and of teacher
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education, but I was sometimes asked to give advice and
support.	 This I gave quite freely, talking about my own
experience of teaching practice, though emphasising that it
was somewhat different from what they were about to do. In
this way I was regarded as a non-threatening expert. This
basis of common experience also helped to establish a degree
of empathy between the students and myself, and so positively
contributed to the development of research relationships.
There are, however, negative aspects of this kind of research
relationship - it can lead to role conflict. For example,
as preparation for their first school experience, the
students had to prepare lesson plans for the first week's
classes. The last day in college before the start of school
experience was set aside for students to work on lesson plans.
Some students had barely got started and were not sure how
to go about it. Becky, for example, was very anxious and
claimed that she had forgotten how to set lesson plans out.
She asked one or two of the others what they had done, but
then she turned to me and asked: 'What do you do Marie,
for your lesson plans?' I recall swallowing hard: it was
clear that Becky assumed I did lesson plans and that I could
help her by explaining how I did them. I had to reply that
I did not do detailed lesson plans in the way she 1.as re-
quired to do, and quickly referred her to Mike, who appeared
to be making good progress with his plans.
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Assessing the data: quality versus bias
Ethnographers are much concerned with the quality and
validity of data, those who are critical of ethnographic
methods are correspondingly much concerned with 'bias'. For
both, these issues depend to a large degree on the quality
of relationships the researcher achieves with the researched.
This is conventionally seen in terms of involvement and
detachment; the ethnographer stressing the importance of
involvement for understanding, the critic emphasising the
necessity of detachment for 'objectivity'. Nonetheless, as
the research process is more and more accepted within the
social scientific community to be a social process, so the
literature on participant observation discusses in detail
what is variously described as the control effect' or
'reactivity' (that is, change in the behaviour of the re-
searched directly but unwittingly produced by the research
process or the researcher). 	 While this has sometimes been
seen as an inevitable side-effect of field research which
should be guarded against, it is more common today for such
reactivity to be seen as inherent in all research:
A social scientist is always a person with his
own personality, idiosyncracies and faults. One
suspects that as a participant observer he makes
more impact on the people he studies as an
individual person rather than as a researcher.
Most scientists disturb what they observe to
some degree, but in the case of the social
psychologist or sociologist the extent of this
distortion is relatively larger. A different
researcher in the same social setting would make
a different impact on the people and they would
react to him in different ways.
(Hargreaves, 1967, p.205)
502
llargreaves alerts us to the possibility that the researcher's
individual characteristics can influence the research. Others
have drawn attention to social characteristics such as sex,
age, ethnicity and experience (Burgess, 1984a) as potential
influential factors on the research process. The extent to
which these factors influence the research process is a
neglected issue in methodology (though there is a growing
literature on the influence of gender, see for example,
Roberts, 1981; Wax, 1979), yet it is an important issue,
central as it is to all research projects, and to questions
of validity and reliability.
I have already suggested that my status as a part-time
research student and a part-time teacher, as well as my
personal experience of teacher education, undoubtedly
influenced my field roles and identity, and indeed the whole
research process. These central aspects of my status and
experience placed practical constraints on my fieldwork,
shaped the kind of data I acquired, and gave me a particular
persepctive which structured initial research questions
(albeit implicitly) and the selection and interpretation of
data. 5	This is yet another aspect of the problem of making
the familiar strange. One feature of this was that I
constantly compared in an evaluative way the teacher education
course at Haydon Park College, and the course I had taken
two years previously. The latter was often a point of
reference for my understanding of the course at Haydon Park
College, and also for initiating conversations with members
of staff and students.
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These then, were factors which certainly had a
considerable influence on my research, and to a large extent
were beyond my control.	 I want now to consider three
other social characteristics which are relevant to an
assessment of the quality, the validity and reliability of
my data. The first two are ascribed characteristics: gender
and age, and thus beyond , manipulation; while the third is
to an extent 'manageable': 	 dress.
6My status as a young female researcher had both
advantages . and disadvantages in the development of field
relations and interactions. It also contributed to the
aforementioned ambiguity in my identity, and an initial
strategic problem of those with whom I was to identify. My
position as teacher and member of staff, formally gave me
a status nearer that of the education tutors than that of
the students, but throughout the fieldwork period, I deli-
berately cultivated a 'student' rather than 'tutor' identity
(though I made no explicit attempt to pass as a student).
This was primarily because the main focus of my research was
teacher education from the perspective of the students
rather than the tutors, but also because my age, sex and
appearance made me 'feel' a closer identity with the students
than the tutors. My junior status as a member of staff and
relative lack of experience in teaching also contributed to
this psychological 'feeling'. My gender and my age further
influenced my field relationships: I developed closer re-
lationships with the young female students than with the more
'mature' male students. In fact, I felt intuitively that
the quality and depth of data I obtained both informally and
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in more formal interview contexts was greater from the
female students, regardless of age, and from the younger
male students, as opposed to the mature male students.
With me, as with the other students, the mature male
students were always friendly and polite, but generally more
distant, aloof and paternal - more than once I was addressed
as 'dear':	 Consequently I felt I never made more than
superficial research relationships with these students, and
their interview data was less reflective and, perhaps, less
valid in subjective terms. On the other hand, my age, sex,
appearance (see below) and status worked for me in developing
relationships with the majority of students and I feel the
data reflects this. Being young and female were the 'right'
social characteristics for this research. I am sure had I
been older and/or male, the access to data would have been
more difficult and the research process quite different.
All this is to do with what the textbooks call 'estab-
lishing rapport' but it highlights the way in which certain
aspects of research relations are more or less manageable.
One way to establish one's identity and role in the research
context is the management of appearance, notably dress.7
For me, establishing an identity at the start of the fieldwork
was crystallised in terms of two practical questions: what
to wear and what to do at coffee and lunch breaks.8
In terms of dress, my conflicting identities meant I
was never psychologically comfortable in what I wore. On
days when I had a class either before or after a period in
the field, I was obliged to dress relatively formally in
skirts and blouses, smart trousers and sweaters. This meant
that when I was actually in the field, I felt recognisably
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non-student, if not obviously a member •of staff. On those
occasions when I did not have other commitments, I dressed
more casually in jeans and jumpers, casual trousers and T-
shirts, and felt recognisable as a student. At the same
time I felt uncomfortable with the tutors, and if for some
reason I was invited to the Senior Common Room, I felt
conspicuous. 9
	Things were different when I visited students
in schools with their tutors, then I rnadesure I was dressed
conservatively as a non-student: smart skirts, blouses,
jackets, tights and well-polished shoes. As for the
students on school experience, student attire would have
been totally inappropriate for us both.
Of course, it is difficult to assess the direction and
extent to which these factors result in distortion. It is
clear from the above that the quality of the researcher's
data is always dependent, not only on methodological tech-
nique, but also on ascribed social characteristics, and what
Goffman (1959) calls the 'presentation of self'. These
factors, in their complex interaction, help shape the re-
search process and certainly affect the quality of the data.
For many social researchers, working within the positivist
tradition, the temptation would be to argue that these are
indications of bias, and that they adversely affect both the
validity and reliability of the data. However, that is to
imply the possibility of eliminating the effect of such
social factors in the cause of 'objectivity', and to ignore
the ways in which such factors positively enhance the
validity of the data. Research is a social process; data
is a social product. The evaluation of ethnographic, if
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not all research methodology, must start from the recognition
of these tenets.	 This is not to discount the possibility
of bias and distortion within the present study, but it is
to recognise that research is not conducted within a social
vacuum.
nterviewin: semi-structured conversation
'Conversation is a crucial element of field research'
(Burgess, 1982). In this statement, Burgess makes explicit
an element of field work that is frequently taken for
granted. Conversation, as he makes clear, is both a source
of data and method of social investigation for the researcher.
Textbooks on research methodology tend to leave implicit the
role of conversation when discussing 'participant observ-
ation' techniques, and quickly subsume conversation to
'interviewing' in a separate chapter. Sometimes the im-
pression given is that talk is only a feature of interviews
and has no place in fieldwork.
Interviews are usually classified on a structured-
unstructured or standardised-unstandardised continuum. The
former represents a formal encounter in which the wording
and order of questions is predetermined and the same for
all respondents. The result is much comparable data which
can easily be analysed in quantitative form. The latter
type of interview is a much less formal encounter in which
the shape and form of the interview is determined by the
individual respondent - the interview taking more the form
of a focused conversation.	 As Palmer has said of the
unstructured interview:
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[it] assumes the appearance of a natural
interesting conversation. But to the proficient
interviewer it is always a controlled conver-
sation which he guides and bends to the service
of his research interest.
(Palmer, 1928; quoted in Burgess, 1982)
Of course, most interviews fall somewhere between these two
extremes. But, just as the dichotomy of unstructured-
structured interviews is not at all clear-cut, so, as I
suggest above, the distinction between fieldwork, or parti-
cipant obsevation and interviewing may also be misleading.
Conversation or informal interviewing is central to field-
work, providing an inevitably rich source of data and a
technique to acquire specific forms of data.
In my own research, much of the data came from informal
conversations of this type, sometimes consciously initiated
by myself but often from conversations initiated by students,
either with myself or with one another. I was therefore
constantly informally interviewing the students and staff
of the college; but, in addition, and more frequently, it
was in fact the case that they were interviewing themselves.
The topic of conversation at coffee, over lunch, at the
beginning and end of sessions was nearly always teaching
and their own concerns as student teachers. From the minute
I 'entered the field' , I was immersed in data arising from
'talk'.	 The main problem with this kind of data, as
suggested earlier, is simply that of remembering it and
writing it up carefully as soon as possible after the con-
versation or conversations have occurred. I constantly
regretted the fact it was neither ethical nor practicable
to be permanently wired into a hidden tape recorder.
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Having suggested the distinction between participant
observation and interviewing in practice may be false, my
own training in methodology led me to perceive such informal
conversation as part of my fieldwork role eliciting one
type of data; and the interviews I conducted as eliciting
a different kind of data. In this sense I did fieldwork,
but I also conducted what both the students and I regarded
as fairly formal interviews, but what the textbooks would
label unstructured and unstandardised interviews. This
raises an interesting question which, perhaps surprisingly,
is rarely discussed in the literature. As sociologists, we
make our decisions about research technique and prepare for
our research within a highly technical and specific frame of
reference: a result of our training and education in formal
'methods' courses.
	 We come 'automatically' to think in
terms of structured and unstructured interviews, partici-
pant and non-participant observation. These are the tools
supposedly available to us, and we make a decision to use
either one method or the other. However, since there are
no 'recipe books' for ethnographic research, once in the
field we proceed more by intuition and opportunity than by
reference to scientific rationale: we do our fieldwork, we
conduct our interviews with a vague consciousness that we
are doing participant obsevation or unstructured interviewing.
In point of fact, these are no more than vague, technical
labels - what actually takes place may not necessarily fit
the label at all. Moreover the perception of an interview
by the researcher and by the respondent may be quite
different. I was not aware of this until I came to write
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something about my research methodology. I came to describing
the types of interview I had conducted - the terms
unstructured, structured, formal and informal, conversational
and so on, all seemed to fit, yet somehow none fitted quite
precisely.	 This was partly to do with differing perceptions
on my part and on the part of my respondents with regard to
what it was to be interviewed, and, to some extent, the
context of the interviews. My purpose in conducting the
interviews was two-fold:
to get data on what I had been unable to observe
(notably the students' school experience); and
to get systematic and comparable data on this and
other aspects of the course, trying particularly to
get at perceptions and subjective feelings.
To this end, I had a list of topics and questions which I
wanted to cover, but my intention was to be flexible; I
wanted to get at what was important to the students.	 In
textbook terms, the interviews were to be informal and rela-
tively unstructured, but the context of the interview and
the expectations of the students imposed a degree of formality.
First, I wanted to tape the interviews: to me there was no
practical alternative. Taking notes during the interview
would have been distracting and detrimental to the quality
of the data; taking notes in retrospect would be virtually
impossible, given the depth and range of the interview. It
is recognised that tape-recording interviews imposes a
degree of formality on the situation. Moreover, when the
interview takes place in a large store cupboard, the situation
becomes entirely contrived, you are engaged in interviewing,
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not a 'natural, interesting conversation'. Moreover, in
asking students to give me an interview, it became evident
that I was setting up a series of expectations about what
would take place: quite simply, the students expected me
to ask questions - they expected to be interviewed. In
effect then, my interviews took the form of a rather odd,
semi-structured conversation in a formal interview setting.
I conducted recorded interviews at three points in the
year of fieldwork.	 In effect, after each period of school
experience, I interviewed a selection of students with whom
I could arrange a mutually convenient time. 	 I started each
interview by asking the students to tell me something about
the school in which they had completed the period of school
experience.	 Some did so quite freely, using their own terms;
others needed some prompting about size, buildings, teachers,
catchment area, and so on. 	 I felt these to be relatively
innocuous questions designed to get them talking freely. As
far as possible, the rest of the interview covered a range
of topics: the first day and class, , relationships with other
teachers, 'good' lessons, disasters and so on. 	 Generally,
I let the students tell me about their experiences; my
questions were to guide and regenerate the conversation
along a few foreshadowed themes. Most of the students, how-
ever, enjoyed talking about themselves and their experiences
and I encouraged them to talk about whatever came into the
conversation. This is what I have previously referred to
as 'odd', semi-structured conversation.
In terms of usable data, these interviews were very
successful, but I think it important to say I found this
kind of interviewing very difficult, and I do not think I
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was particularly good at it. It is difficult to isolate
why this should be so, but I think it has something to do
with the conflicting objectives of the interview, the nature
of the subject matter of the interview, and, again, my
identity as a researcher and as a teacher.
First, in carrying out the interviews I wanted to find
out what had been important to the students and what they
saw as significant in the process of becoming a teacher -
in short to get at their subjective reality. 	 At the same
time, I wanted reasonably systematic and comparable data.
However, I think these two aims were often in conflict. For
example, it emerged in a number of initial interviews that
several students had experienced conflicting expectations
from college tutors and teachers in their respective schools,
and given that this was a theme in the literature, I wanted
data on how students dealt with this conflict (if they had
indeed experienced it). It was fine if this information
emerged 'naturally' in the course of the interview but if
it did not, then I tried to probe for it, but in doing so
the question arises of how far I was imposing my own
criteria of what was important. Several students had intro-
duced this point and it seemed to me a significant theme , but
jf I raised it in the interview context was I imposing my
own definition of significance; on the other hand if I
did not raise it, was the data just -waiting to be triggered
by a comment or question?
Following my theoretical and methodological training,
I also felt it important in these interviews to get behind
the hidden,taken-for-granted assumptions, to question the
512
'you knows' and the 'obvious'. However, this again is
something which I found tremendously difficult, not least.
because a great deal is taken for granted and assumed when
talking about something like teaching, and because the
nature and pace of the interview made probing difficult.
My student teachers were mostly very enthusiastic about
talking - once they got into the flow, they kept going,
and frequently went off at tangents; some even had very
strong ideas about what it was important for me to know.
As I have suggested, this was, in part, what I wanted but
it made probing difficult and even counter-productive. I
suspect that my task may even have been hampered by the
fact that I was both researcher and teacher. I was not an
outsider to teacher culture and it was thus assumed that I
knew what went on in classrooms. But equally my identity
as a researcher influenced the flow and nature of the con-
versation.	 Remarks such as 'I don't know whether this is
relevant', 'I don't know if you want to hear about this',
or 'I don't know whether I should tell you this', were
common.	 Despite this the students talked freely and at
great length.	 The inevitable result was that when I came
to analyse the interview data there were numerous ideas,
phrases and experiences which I wished, in retrospect, that
I had pursued or probed further. For example, an early
interview with Rose produced the following exchange:
MS:	 How did you find the children at the school?
Rose: Well, they weren't malicious in any way, umin
• . sometimes they'd sort of play up because
I think they knew we were students but. .
[pause]
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MS:	 There were no problem kids?
Rose: No, not really. You know a few would try
it on, be a bit cheeky, but they didn't
mean anything by it.
MS:	 How did you find the staff?
In retrospect I wish I had probed further about the meaning
of phrases like 'playing up' and 'trying it on' as these
were also used by other students. There is a sense in
which it is assumed that everyone knows what such phrases
mean, especially those who have experience of children in
classrooms.	 This made the task of analysing the data
during the period of data collection doubly important.
Handling the data
By June 1982 I had amassed a considerable amount of
data: thick files of fieldnotes and some detailed trans-
criptions of interviews, and several files of documentary
data. It should be noted however, that like others, I
began analysis of data well before I had finished trans-
cribing interview material. I made two copies of the
transcripts and fieldnotes, always writing on just one side
of the paper.	 Periodically I read through sections of
this data, using the blank side of the paper to make brief
notes on the data, about what seemed significant, what
needed following up, further questons and initial interpret-
ations and analyses of the data.'°	 At different points
in the period of data collection, I perused the data in
terms of emergent themes. This was very much an intuitive
process. I did not systematically index fieldnotes at this
stage - not that I made a policy decision not to, it was
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simply something I never quite got around to doing - I
simply read them through a number of times and extracted
what seemed to be a number of significant themes around
which I might organise chapters of the thesis. This was
often a matter of producing structure and coherence from
a mass of unstructured and largely unsytematic data. The
influence of sociological theory and perspective was
obviously central to this process. In this sense the themes
were 'constructed' rather than simply emergent.
	 It is
difficult to describe this part of the research process,
perhaps because it is a part which draws substantially upon
one's sociological imagination and creativity, and because
it involves so many disparate influences: themes were
constructed not just from the raw material of the data but
from my own past experiences as a sociologist and as a
teacher. As has been previously emphasised, there are
complex links between data collection and analysis, and
theoretical and methodological approaches.
In delineating a number of themes, I had a rough picture
of how the various parts of my research and the data fitted
together, which gave me a starting point in the long process
of writing up (though there were necessarily many themes,
major and minor, which went undeveloped, and thus much data
eventually deemed irrelevant). Nonetheless, as I began to
write up the data into papers and chapters, the structure
and shape of the themes were constantly redefined as new
ideas developed, stimulated by discussion or by some new
publication in the field. It was always the case that, while
some of the themes were clear in my mind with a definite
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structure, others remained hazy and only took on an
intelligible structure in the process of writing up.
In writing up, I began with those themes where I felt
I knew what I wanted to say and where the structure of the
paper or chapter was fairly clear in my head. I then went
through my data in more detail, noting relevant material -
usually with a coloured pen. From this I was able to make
a rough plan on paper of the structure and various sub-
sections of each chapter.	 This then gave me a number of
sub-themes which I used as a basis for categorising data.
For example, in Chapter 4 I argue that there are three
patterns which describe different students' first school
experience.	 The three patterns 'emerged' from preliminary
readings of the data; they then worked as categories for
ordering relevant data. Using separate sheets of paper
for each pattern, I first assigned the students to one of
the sheets, then I noted either the relevant page number
of the fleidnotes or interview transcript, or, if the
extract was short, simply copied it down. I also listened
to untrariscribed tapes and transcribed relevant extracts.
Of course data often fitted more than one category and
many selected extracts were never used. I had to select and
in each case mycriteria were relevance, validity, typicality
and clarity.
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Conclusion
The purpose of this account has been to consider the
social nature of the methodology underlying the research,
and to highlight some of the issues and problems experienced
in conducting ethnographic research. I am aware that I
have not succeeded in presenting a complete reflexive
methodological account. Many aspects, for example, ethical
concerns and relationships with key informants, are only
briefly touched upon. This is not because they are con-
sidered less important aspects of the present study, but
simply because the writing of a reflexive account is so
immense. What I hope to have provided is an insight into
the task of conducting ethnographic research on a part-time
basis; to make the reader aware of possible sources of
bias or distortion arising from the research process or
the researcher, and to give some basis for those who wish
to understand the social context of sociological research.
Finally, I can only end, as I began, by echoing the sentiments
of Hammersley (1984b, p.62);
Social research will always be a learning
experience, and so it ought to be. These
are simply the lessons I think I have learned
from my research.
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Notes
1. Burgess (1984a) suggests that this can, in part, be
overcome if researchers keep detailed diaries of
their own research practice.
2. It is also relevant to point out that the research
was conducted by someone with no previous experience
of fieldwork.	 This is significant particularly in
terms of reflexivity, since like teaching, one
inevitably learns through practice.
3. Extract from fieldnotes.
4. Woods (1979) uses this term to indicate that he had
no accepted role in the institution but was involved
in terms of relationships entered into, his previous
experience as a teacher and identification with the
educative process.
5. It is also significant that my own teacher perspective
and practice was considerably influenced by my field
experience. Just as my 'other' identities influenced
the research, so the research had a significant
influence on my professional life. At the very least
it made me much more reflective and experimental in
my own classroom teaching.
6. In practice one cannot divorce the effects of being
young and female from the effects of being a bona
fide teacher - the various aspects of one's identity
do not have separate effects - it is one's total
and complex identity that influences research relations.
7. Rarely discussed in either field manuals or auto-
biographical accounts, although see Delamont (1984).
8. I took a policy decision early on to go with the
students at coffee and lunch times, in order to avoid
being labelled 'staff' and also because they were an
important source of data.
9. There are definite taken-for-granted and deeply
internalised assumptions about what is appropriate
dress for a teacher and for a student.
JO. Burgess (1981, 1982, 1984a) distinguishes between
substantive, methodological and analytic fieldnotes.
Although I did not consciously distinguish between
these different forms, in effect this was really
what I was doing.
518
BIBLIOGRAPHY
Ackroyd, S. and Hughes, J. (1981) Data Collection in Context,
London, Longman
Archer, M.S. (1979) The Social Origins of Educational Systems,
Beverly Hills, Sage
Atkinson, P. (1984) 'Wards and deeds: taking knowledge and
control seriously', in Burgess, R.G. (ed) The Research Process
in Educational Settings: Ten Case Studies, Lewes, Falmer Press
Atkinson, P. and Delamont, S. (1980) 'The two traditions in
educational ethnography: sociology and anthropology compared',
British Journal of Sociology of Education, vol. 1, no. 2, pp.
139-52
Atkinson, P. and Delamont, S. (1985) 'Socialisation into
teaching: the research which lost its way', British Journal
of Sociology of Education, vol. 6, no. 3, pp. 307-22
Ball, D. (1972) 'Self and identity in the context of deviance:
case of criminal abortion', in Scott, R. and Douglas, J. (eds)
Theoretical Perspectives on Deviance, New York, Basic Books
Ball, S.J. (1980) 'Initial encounters in the classroom and
the process of establishment', in Woods, P. (ed) Pupil
Strategies: Explorations in the Sociology of the School,
London, Croom Helm
Ball, S.J. (1981) Beachside Comprehensive: A Case Study of
Secondary Schooling, Cambridge, Cambridge University Press
Ball, S.J. (1984) Beachside reconsidered: reflections on a
methodological apprenticeship', in Burgess, R.G. (ed) The
Research Process in Educational Settings: Ten Case Studies,
Lewes, Falmer Press
Ball, S.J. (1986) Education, London, Longman
Ball, S.J. (1987) The Micro Politics of the School, London,
Methuen
Ball, S.J. and Goodson, I.F. (1985) (eds) Teachers' Lives
and Careers, Lewes, Falmer Press
Ball, S.J. and Lacey, C. (1980) 'Subject disciplines as the
opportunity for group action: a measured critique of subject
sub-cultures', in Woods, P. (ed) Teacher Strategies: Explor-
ations in the Sociology of the School, London, Croom Helm
519
Banks, 0. (1978) 'School and society', in Barton, L. and
Meighan, R. (eds) Sociological Interpretations of Schooling
and Classrooms: A Reappraisal, Driffield, Nafferton Books
Bantock, C. (1969) 'Conflicts of values in teacher education',
in The Colston Papers (ed. vol.) Towards a Policy for the
Education of Teachers, London, Butterworths
Barnes, D. and Shemilt, D. (1974) 'Transmission and inter-
pretation', Education Review, vol. 26, no. 3, pp. 213-28.
Becker, H. (1952a) 'The career of the Chicago public school-
teacher', American Journal of Sociology, vol. 57, no. 5, pp.
470-77; reprinted in Hammersley, M. and Woods, P. (eds) The
Process of Schooling, London, Routledge & Kegan Paul
Becker, H. (1952b) 'Social class variations in the teacher-
pupil relationship' , Journal of Educational Sociology,
vol. 25, no. 4, pp. 451-65
Becker, H. (1953) 'The teacher in the authority system of the
public school', Journal of Educational Sociology, v31. 27,
November, pp. 128-41; reprinted in Hammersley, M. and Woods,
P. (eds) The Process of Schooling, London, Routledge & Kegan
Paul
Becker, H. (1958) 'Problems of inference and proof in parti-
cipant observation', American Sociological Review, vol. 23,
no. 6, pp. 652-60
Becker, H. (1971) 'Comment' in Wax, M., Diamond, S. and
Gearing, F. (eds) Anthropological Perspectives on Education,
New York, Basic Books
Becker, H., Ceer, B., Hughes, E. and Strauss, A. (1961) Boys
in White: Student Culture in Medical School, Chicago,
University of Chicago Press
Becker, H. and Strauss, A. (1956) 'Careers, personality and
adult socialisation', American Journal of Sociology, vol.
62, no. 3, pp. 253-63
Bell, C. and Newby, H. (1977) (eds) Doing Sociological
Research, London, Allen & Unwin
Bell, C. and Roberts, H. (1984) (eds) Social Researching:
Policies, Problems and Practice, London, Routledge & Kegan
Paul
Bennett, B. and Martin, K. (1980) The Practice of Teaching,
London, Harper & Row
Bennett, N. (1976) Teaching Styles and Pupils' Progress,
London, Open Books	 -
520
Bennett, N., Andreae, J., Hegarty, P. and Wade, B. (1980)
Open Plan Schools, Windsor, NFER
Bennett, N. and Jordan, J. (1975) 'A typology of teaching
styles in primary schools' , British Journal of Educational
Psychology, vol. 45, no. 1, pp. 20-8
Berger, P.L. and Luckmann, T. (1971) The Social Construction
of Reality, London, Allen Lane
Bernbaum, G., Patrick, H. and Reid, K. (1982) The Structure
and Process of Initial Teacher Education in England and Wales,
University of Leicester, School of Education
Beynon, J. (1985) Initial Encounters in the Secondary
School, Lewes, Falmer Press
Biddle, B.J., Rosencranz, H.A., Tornich, E. and Twyman, J.P.
(1966) 'Shared inaccuracies in the role of the teacher', in
Biddle, B.J. and Thomas, E.J. (eds) Role Theory: Concepts
and Research, Wiley
Blackie, P. (1977) t Not quite proper', The Times Educational
Supplement, no. 633, 25 November
Blishen, E. (1973) 'Why some secondary teachers are dis-
liked', Where?, vol. 86
British Sociological Association (1973) 'Statement of ethical
principles and their application to sociological practice',
Mimeo
Bulmer, M. (1982) Social Research Ethics, London, Macmillan
Bulmer, M. (1984) (ed) Sociological Research Methods (2nd
ed.), London, Macmillan
Burgess, R.G. (1978) 'Researchers come clean' Ireview of
Bell, C. and Newby, H. (eds) (1977fl, The Times Higher Edu-
cation Supplement, no. 235, 27 January
Burgess, R.G. (1979) Teaching Research Methodology to
Postgraduates: A Survey of Courses in the U.K., Coventry,
University of Warwick
Burgess, R.G. (1981) 'An ethnographic study of a compre-
hensive school', PhD thesis, University of Warwick
Burgess, R.G. (1982) (ed) Field Research: A Sourcebook
and Field Manual, London, Allen & Unwin
Burgess, R.G. (1983) Experiencing Comprehensive Education:
A Study of Bishop MacGregor School, London, Methuen
Burgess, R.G. (1984a) In the Field: An Introduction to
Field Research, London, Allen & linwin
521
Burgess, R.G. (1984b) (ed) The Research Process in Edu-
cational Settings: Ten Case Studies, Lewes, Falmer Press
Burgess, R.G. (1984c) 'Patterns and processes of education
in the United Kingdom', in Abrams, P. and Brown, R.K. (eds)
U.K. Society: Work, Urbanism and Inequality (2nd ed), London,
Weidenfeld & Nicolson
Burgess, R.G. (1984d) 'It's not a proper subject: it's just
Newsom', in Goodson, I. and Ball, S.J. (eds) Defining the
Curriculum, Lewes, Falmer Press
Burgess, R.G. (1985a) (ed) Field Methods in the Study of
Education, Lewes, Falmer Press
Burgess, R.G. (1985b) (ed) Strategies of Educational
Research: Qualitative Methods, Lewes, Falmer Press
Burgess, R.G. (1985c) (ed) Issues in Educational Research:
Qualitative Methods, Lewes, Falmer Press
Burgess, R.G. (1986a) Sociology, Education and Schools: an
introduction to the sociology of education, London, Batsford
Burgess, R.G. (1986b) Research Methodology, in Haralambos,
M. (ed) Developments in Sociology, vol. 2, Causeway Press
Burgess, R.G. and Bulmer, M. (1981) Research Methodology
teaching: trends and developments, Sociology, vol. 15, no.
4, pp. 477-89
Butcher, H.J. (1965) 'The attitudes of student teachers to
education', British Journal of Social and Clinical Psychology,
vol. 4, pp. 17-24
Chessum, R. (1980) 'Teacher ideologies and pupil dis-
affection', in Barton, L., Meighan, R. and Walker, S. (eds)
Schooling, Ideology and the Curriculum, Lewes, Falmer Press
Cohen, L. (1967) 'Students' perceptions of the school
practice period', Research in Education, no. 2, pp. 52-8
Cohen, L. (1973) Student Characteristics and Attitudes in
Colleges of Education in Lomax, D. (ed) The Education of
Teachers in Britain, London, Wiley
Cole, M. (1984) 'Teaching till 2000: Teachers' consciousness
in times of crisis', in Barton, L. and Walker, S. (eds)
Social Crisis and Educational Research, London, Croom Helm
Cole, M. (1985) 'The tender trap? Commitment and
consciousness in entrants toteaching', in Ball, S. and
Goodson, I.F. (eds) Teachers' Lives and Careers, Lewes,
Falmer Press
522
Collins, M. (1964) 'Untrained and trained graduate teachers:
a comparison of their experiences during the probationary
year', British Journal of Educational Psychology, vol. 34,
no. 1, pp. 75-84
Cope, E. (1969) 'Students and School Practice', Education
for Teaching, no. 80, pp. 25-35
Cope, E. (1971) School Experience in Teacher Education,
University of Bristol School of Education
Corrigan, P. (1976) 'Doing Nothing', in Hall, S. and Jefferson,
T. (eds) Resistance Through Ritual, London, Hutchinson
Cortis, G.A. (1975) 'Seven years on - a longitudinal study
of teacher behaviour', Educational Review, vol. 28, no. 1,
pp. 60-70
Coulson, M.A. (1972) 'Role: a redundant concept in sociology?
some educational considerations', in Jackson, J.A. (ed)
Role, Cambridge, Cambridge University Press
Croll, P. (1986) Systematic Classroom Research, Lewes,
Falmer Press
Delamont, 5. (1981) 'All too familiar? A decade of classroom
research', Educational Analysis, vol. 3, no. 1, pp. 69-83
Delamont, S. (1983) Interaction in the Classroom (2nd ed.),
London, Methuen
Delamont, S. (1984) 'The old girl network: recollections on
the fieldwork at St. Luke's', in Burgess, R.G. (ed) The
Research Process in Educational Settings: Ten Case Studies,
Lewes, Falmer Press
Denscombe, M. (1980) 'Keeping 'em quiet: the significance
of noise for the practical activity of teaching', in Woods,
P. (ed) Teacher Strategies: Explorations in the Sociology
of the School, London, Croom Helm
Denscombe, M. (1982) 'The "hidden pedagogy" and its impli-
cations for teacher training', British Journal of Sociology
of Education, vol. 3, no. 3, pp. 249-65
Denscombe, M. (1984) Classroom control and initial teacher
training: the contribution of ethnography', in Barton, L.
and Walker, S. (eds) Social Crisis and Educational Research,
London, Croom Helm
Denscombe, M. (1985) Classroom Control, London, Allen & Unwin
Department of Education and Science (1967) Children and
their Primary Schools [Plowden Report, London, HMSO
523
Department of Education and Science (1972a) Education: A
Framework for Expansion, London, HMSO
Department of Education and Science (1972b) Teacher Education
and Training, [James Report], London, 1-IMSO
Department of Education and Science (1982) The New Teacher
in School: A Report by Her Majesty's Inspectors, HMI Series:
matters for discussion, 15, London, HMSO
Department of Education and Science (1983) Teaching Quality,
London, HMSO
Department of Education and Science (1984) Circular 3/84:
Initial Teacher Training: approval of courses, London, DES
Department of Education and Science (1985) Education Observed
3: good teachers, London, DES
Department of Education and Science (1987) Quality in
Schools: the Initial Training of Teachers: An HMI Survey,
London, HMSO
Dingwall, R. (1980) 'Ethics and ethnography', Sociological
Review, vol. 28, no. 4, pp. 871-91
Dreyfus, A. and Eggleston, J.F. (1979) 'Classroom trans-
actions of student teachers of science' , European Journal
of Science Education, vol. 1, no. 3, pp. 315-25
Dunkin, M.J. and Biddle, B.J. (1974) The Study of Teaching,
London, bit, Rinehart & Winston
Edwards, A.D. and Furlong, V.J. (1978) The Language of
Teaching: Meaning in Classroom Interaction, London, Heinemann
Esland, G. (1977) Legitimacy and Control, Unit 6, E202:
Schooling and Society, Milton Keynes, Open University Press
Etzioni, A. (1969) (ed) The Semi-professions and their
Organisation: Teachers, Nurses and Social Workers, New
York, Free Press
Finch, J. (1986) (ed) Research and Policy: The Uses of
Qualitative Methods in Social and Educational Research,
Lewes, Falmer Press
Finlayson, D.S. and Cohen, L. (1967) 'The teacher's role:
a comparative study of the conceptions of college of
education students and head teachers', British Journal of
Educational Psychology, vol. 37, February, pp. 22-31
Flanders, N.A. (1970) Analysing Teacher Behaviour, Reading,
Mass. , Addison-Wesley
524
Floud, J. and Scott, W. (1961) 'Recruitment to teaching in
England and Wales', in Halsey, A.H., Floud, J. and Anderson,
C.A. (eds) Education, Economy and Society, New York, Free
Press
Fuller, M. (1983) 'Qualified criticism, critical qualifi-
cations', in Barton, L. and Walker, S. (eds) Race, Class and
Education, London, Croorn Helm
Furlong, V.J. (1977) 'Anancy goes to school: a case study
of pupils' knowledge of their teachers', in Woods, P. and
1-lammersley, M. (eds) School Experience: Explorations in the
Sociology of Education, London, Croom Helm
Galton, M., Simon, B. and Croll, P. (1980) Inside the Primary
Classroom, London, Routledge & Kegan Paul
Gans, H.J. (1968) 'The participant observer as a human being:
observations on the personal aspects of fieldwork', in
Becker, H.S., Geer, B., Reisman, D. and Weiss, R.S. (eds)
Institutions and the Person: Papers Presented to Everett
C. Hughes, Chicago, Aldine; reprinted in Burgess, R.G.
(1982) (ed) Field Research: a Sourcebook and Field Manual,
London, Allen & Unwin
Getzeles, J.W. and Jackson, P.W. (1962) 'The teacher's
personality and characteristics', in Gage, N.L. (ed)
Handbook of Research on Teaching, London, Rand McNally
Giddens, A. (1979) Central Problems in Social Theory, London,
Macmillan
Glaser, B.G. and Strauss, A.L. (1967) The Discovery of
Grounded Theory, London, Weidenfeld & Nicolson
Goffman, E. (1959) The Presentation of Self in Everyday
Life, Harmondsworth, Penguin
Gold, R. (1958) 'Roles in sociological field observation'
Social Forces, vol. 36, no. 3, pp. 217-23
Grace, G. (1972) Role Conflict and the Teacher, London,
Routledge & Kegan Paul
Grace, G. (1978) Teachers, Ideology and Control: A Study in
Urban Education, London, Routledge & Kegan Paul
Gracey, H. (1976) 'The craftsman teachers', in Hammersley,
M. and Woods, P. (eds) The Process of Schooling, London,
Routledge & Kegan Paul
Habenstein, R.W. (1970) (ed) Pathways to Data,
	 Chicago,
Aldine
Haigh, G. (1979) (ed) On Our Side: Order, Authority and Inter-
action in School, London, Maurice Temple Smith
525
Hammersley, M. (1977) Teacher Perspectives, Unit 9, E202:
Schooling and Society, Milton Keynes, Open University Press
Hammersley, M. (1980) A Peculiar World? Teaching and
Learning in an Inner-city School, unpublished PhD thesis,
University of Manchester
Hammersley, M. (1981) 'Ideology in the staffroom', in Barton,
L. and Walker, S. (eds) Schools, Teachers and Teaching,
Lewes, Falmer Press
Hammersley, M. (1984a) 'Staffroom news', in Hargreaves, A.
and Woods, P. (eds) Classrooms and Staffrooms: The Sociology
of Teachers and Teaching, Milton Keynes, Open University
Press
Hammersley, M. (1984b) 'The researcher exposed: a natural
history', in Burgess, R.G. (ed) The Research Process in
Educational Settings: Ten Case Studies, Lewes, Falmer Press
Hammond, P. (1964) (ed) Sociologists at Work, New York,
Basic Books
Hannam, C., Smyth, P. and Stephenson, N. (1976) The First
Year of Teaching, Harmondsworth, Penguin
Hanson, D. and Herrington, M. (1976) From College to Class-
room: The Probationary Year, London, Routledge & Kegan Paul
Hargreaves, A. (1977) 'Progressivism and pupil autonomy',
Sociological Review, vol. 25, no. 3, pp. 585-621
Hargreaves, A. (1978) 'Towards a theory of classroom coping
strategies' in Barton, L. and Meighan, R. (eds) Sociological
Interpretations of Schooling and Classrooms, Driffield,
Nafferton
Hargreaves, A. (1979) 'Strategies, decisions and control:
interaction in a middle school classroom', in Eggleston,
J. (ed) Teacher Decision-Making in the Classroom, London,
Routledge & Kegan Paul
Hargreaves, A. (1980) 'Synthesis and the study of strategies:
a project for the sociological imaginaton', in Woods, P.
(ed) Pupil Strategies: Explorations in the Sociology of the
School, London, Croom Helm
Hargreaves, A. (1981) 'Contrastive rhetoric and extremist
talk', in Barton, L. and Walker, S. (eds) Schools, Teachers
and Teaching, Lewes, Falmer Press
Hargreaves, A. (1985) 'The micro-macro problem in the
sociology of education', in Burgess, R.C. (ed) Issues in
Educational Research: Qualitative Methods, Lewes, Falmer
Press
526
Hargreaves, A. and Woods, P. (1984) (eds) Classrooms and
Staffrooms: The Sociology of Teachers and Teaching, Milton
Keynes, Open University Press
Hargreaves, D.1-I. (1967) Social Relations in a Secondary
School, London, Routledge & Kegan Paul
Hargreaves, D.H. (1972) Interpersonal Relations and Education,
London, Routledge & Kegan Paul
Hargreaves, D.H. (1977) 'The process of typification in
the classroom: models and methods', British Journal of Edu-
cational Psychology, vol. 47, pp. 274-84
Hargreaves, D.H. (1980) 	 'The occupational culture of
teachers', in Woods, P. (ed) Teacher Strategies: Explorations
in the Sociology of the School, London, Croom Helm
Hargreaves, D.H. (1982) The Challenge for Comprehensive
Schools: Culture, Curriculum and Communication, London,
Routledge & Kegan Paul
Hargreaves, D.H., Hester, S.K. and Mellor, F.J. (1975)
Deviance in Classrooms, London, Routledge & Kegan Paul
Hoy, W.K. (1969) 'Pupil control ideology and organisational
socialisation', School Review, vol. 77, p. 257-65
Hoyle, E. (1969) The Role of the Teacher, London, Routledge
& Kegan Paul
Hughes, E.C. (1937) 'Institutional office and the person',
in Hughes, E.C. (1958) Men and their Work, New York, Free
Press
Hunter, C. (1985) 'Cut-price centralisation in teacher edu-
cation', Review symposium on Teacher Education and Teaching
Quality, British Journal of Sociology of Education, vol. 6,
no. 1, pp. 97-101
Inman, S., Stiansy, M. and others (1983) 'Theory and prac-
tice in teacher training: the way forward?', Social Science
Teacher, vol. 12, no. 3, pp. 86-88
Janes, R.W. (1961) 'A note on the phases of the community
role of the participant observer', American Sociological
Review, vol. 26, no. 3, pp. 446-50
Junker, B.H. (1960) Field Work: An Introduction to the
Social Sciences, Chicago, University of Chicago Press
Kanter, R.M. (1974) 'Commitment and social organisation',
in Field, D. (ed) Social Psychology for Sociologists,
London, Nelson
527
Keddie, N. (1971) 'Classroom knowledge', in Young, M.F.D.
(ed) Knowledge and Control: New Directions for the Sociology
of Education, London, Collier Macmillan
Kelsall, R.K. and Kelsall, H.M. (1969) The School Teacher
in England and the United States, Oxford, Pergamon
King, R.A. (1978) All Things Bright and Beautiful? A
Sociological Study of Infants' Classrooms, Chichester, Wiley
Kohl, H.R. (1970) The Open Classroom, London, Methuen
Lacey, C. (1970) Hightown Grammar: The School as a Social
System, Manchester, Manchester University Press
Lacey, C. (1977) The Socialisation of Teachers, London,
Methuen
Leacock, E.B. (1969) Teaching and Learning in City Schools,
New York, Basic Books
Leggatt, T.W. (1970) 'Teaching as a profession', in Jackson,
J.A. (ed) Professions and Professionalisation, Cambridge,
Cambridge University Press
Lippitt, R. and White, R.K. (1958) 'An experimental study
of leadership and group life', in Maccoby, E. (ed) Readings
in Social Psychology, New York, Holt, Rinehart & Winston
Liewellyn, M. (1980) 'Studying girls at school', in Deem,
R. (ed) Schooling for Women's Work, London, Routledge & Kegan
Paul
Lortie, D.C. (1975) School teacher: A Sociological Study,
Chicago, University of Chicago Press
Lomax, D. (1973) (ed) The Education of Teachers in Britain,
London, Wiley
Mahony, P. (1985) Schools for the Boys?, London, Hutchinson
Mardle, G. and Walker, M. (1980) 'Strategies and structure:
some critical notes on teacher socialisation in Woods, P.
(ed) Teacher Strategies: Explorations in the Sociology of
the School, London, Croom Helm
Marland, M. (1975) The Craft of the Classroom, London,
Heinemann
McLeish, 3. (1970) Students' Attitudes and College Environ-
ments, Cambridge, Cambridge Institute of Education
McNamara, D. (1986) 'The personal qualities of the teacher
and educational policy: a critique', British Educational
Research Journal, vol. 12, no. 1, pp. 29-36
McPherson, G. (1972) Small Town Teacher, Cambridge, Mass.,
Harvard University Press
528
Mead, G.H. (1934) Mind, Self and Society, Chicago,
University of Chicago Press
Measor, L. (1985) 'Critical incidents in the classroom:
identities, choices and careers', in Ball, S.J. and Goodson,
I.F. (eds) Teachers' Lives and Careers, Lewes, Falmer Press
Measor, L. and Woods, P. (1983) 'The interpretation of
pupil myths', in Hammersley, M. (ed) The Ethnography of
Schooling, Driffield, Nafferton
Measor, L. and Woods, P. (1984) Changing Schools: Pupil
Perspectives on Transfer to a Comprehensive, Milton Keynes,
Open University Press
Meltzer, B.N., Petras, J.N. and Reynolds, L.T. (1975)
Symbolic, Interactionism: genesis, variations and criticism,
London, Routledge & Kegan Paul
Meighan, R. (1978) 'The learners viewpoint', Educational
Review, vol. 30, no. 2
Meighan, R. (1981) A Sociology of Educating, London, bit,
Rinehart & Winston
Miller, C. and Parlett, M. (1974) Up to the Mark, London,
Society for Research into Higher Education
Morrison, A. and McIntyre, D. (1967) 'Changes in opinions
about education during the first year of teaching', British
Journal of Social and Clinical Psychology, vol. 6, no. 3,
pp. 161-63
Morrison, A. and McIntyre, D. (1973) Teachers and Teaching,
(2nd ed.), Harmondsworth, Penguin
Mukerji, C. (1978) 'Bull shitting: road lore among hitch-
hikers', Social Problems, vol. 25, no. 3, pp. 241-52
Musgrove, F. and Taylor, P.H. (1965) 'Teachers' and parents'
conceptions of the teacher's role', British Journal of Edu-
cational Psychology, vol. 35, June, pp. 171-78
Musgrove, F. and Taylor, P.H. (1969) Society and the Teacher's
Role, London, Routledge & Kegan Paul
Nash, R. (1974) 'Pupils' expectations for their teachers',
in Stubbs, N. and Delamont, S. (eds) Explorations in Class-
room Observation, London, Wiley
Nias, J. (1981) 'Commitment and motivation in primary school
teachers', Educational Review, vol. 33, no. 3, pp. 181-90
Nias, J. (1984) 'The definition and maintenance of self
in primary teaching', British Journal of Sociology of
Educaton, vol. 5, no. 3, pp. 267-80
529
Nias, J. (1985) 'Reference groups in primary teaching:
talking, listening and identity', in Ball, S.J. and Coodson,
I.F. (eds) Teachers' Lives and Careers, Lewes, Falmer Press
Parsons, T. (1959) 'The school class as a social system',
Harvard Educational Review, vol. 29, pp. 297-318; reprinted
in Halsey, A.H., Floud, J. and Anderson, C.A. (eds)
Education, Economy and Society, New York, Free Press
Peterson, W.A. (1964) 'Age, teachers' role, and the insti-
tutional setting', in Biddle, B.J. and Ellena, W.S. (eds)
Contemporary Research in Teacher Effectiveness, New York,
Hoti, Rinehart & Winston
Petty, M.F. and Hogben, D. (1980) 'Explorations of semantic
space with beginning teachers: a study of socialisation into
teaching, British Journal of Teacher Education, vol. 6,
no. 1, pp. 51-61
Pollard, A. (1980) 'Teacher interests and changing situations
of survival threat in primary school classrooms', in Woods,
P. (ed) Teacher Strategies: Explorations in the Sociology
of the School, London, Croom Helm
Pollard, A. (1982) 'A model of coping strategies', British
Journal of Sociology of Education, vol. 3, no. 1, pp. 19-37
Pollard, A. (1983) 'Coping strategies and the multiplication
of social differentiation in infant classrooms', British
Educational Research Journal, vol. 10, no. 1, pp. 33-48
Pollard, A. (1984) 'Ethnography and social policy for class-
room practice', in Barton, L. and Walker, S. (eds) Social
Crisis and Educational Research, London, Croom Helm
Pollard, A. (1985a) The Social World of the Primary School,
London, Holt, Rinehart & Winston
Pollard, A. (1985b) 'Opportunities and difficulties of a
teacher-ethnographer: a personal account', in Burgess, R.G.
(ed) Field Methods in the Study of Education, Lewes, Falmer
Press
Preece, P.F.W. (1979) 'Student teacher anxiety and class-
control problems on teaching practice: a cross-lagged panel
analysis', British Educational Research Journal, vol. 5,
no. 1, pp. 13-19
Yurvis, J. (1984) Understanding Texts, Unit 3, E205:
Conflict and Change in Education: A Sociological Intro-
duction, Milton Keynes, Open University Press
Richardson, E. (1973) The Teacher, the School and the Task
of Management, London, Heinemann
530
Reid, I. (1986) 'Hoops, swings and roundabouts in teacher
education: A critical review of the CATE criteria', Journal
of Further and Higher Education, vol. 10, no. 2, pp. 20-26
Riseborough, G. (1985) 'Pupils, teachers' careers and
schooling: an empirical study' in Ball, S.J. and Goodson,
I.F. (eds) Teachers' Lives and Careers, Lewes, Falmer Press
Roberts, H. (1981) Doing Feminist Research, London,
Routledge & Kegan Paul
Robinson, P. (1981) Perspectives on the Sociology of Education,
London, Routledge & Kegan Paul
Roth, J.A. (1962) 'Comments on "secret observation"', Social
Problems, vol. 9, no. 3, pp. 283-84; reprinted in Filstead,
W.J. (1970) (ed) Qualitative Methodology, Chicago, Markham
Rudduck, J. and Sigsworth, A. (1985) 'Partnership super-
vision', in Hopkins, D. and Reid, K. (eds) Rethinking Teacher
Education, London, Croom Helm
Schatzman, L. and Strauss, A.L. (1973) Field Research:
Strategies for a Natural Sociology, Englewood Cliffs, N.J.,
Prentice Hall
Schutz, A. (1972) The Phenomenology of the Social World,
London, Heinemann
Schwartz, M.S. and Schwartz, C.G. (1955) 'Problems in parti-
cipant observation', American Journal of Sociology, vol. 60,
no. 4, pp. 343-53
Sharp, IL and Green, A. (1975) Education and Social Control,
London, Routledge & Kegan Paul
Shipman, M. (1967) 'Theory and practice in the education of
teachers', Educational Research, vol. 9, no. 3, pp. 208-12
Shipman, M. (1969) 'Commentary on "Recent research on the
education of teachers: an overview" by W. Taylor', in The
Colston Papers (ed. vol.) Towards a Policy for the Education
of Teachers, London, Butterworths
Shipman, M. (1976) (ed) The Organisation and Impact of
Social Research, London, Routledge & Kegan Paul
Shipman, M. (1981) The Limitations of Social Research
London, Longman
Sikes, P., Measor, L. and Woods, P. (1985) Teacher Careers:
Crises and Continuities, Lewes, Falmer Press
Sinclair, D. and Coulthard, R.M. (1974) Towards an Analysis
of Discourse, Milton Keynes, Open University Press
Smith, L. and Geoffrey, W. (1968) The Complexities of an
Urban Classroom, New York, Holt, Rinehart & Winston
531
Spindler, C. (1974) (ed) Education and Cultural Process:
Toward an Anthropology of Education, New York, Holt,
Rinehart & Winston
Spradley, J.P. (1980) Participant Observation, New York,
Holt, Rinehart & Winston
Stebbins, R.A. (1970) 'The meaning of disorderly behaviour:
teacher definitions of a classroom situation', Sociology of
Education, vol. 44, Spring, pp. 217-36
Stones, E. (1981) 'Teacher education and pedagogy', Journal
of Education for Teaching, vol. 7, no. 3, pp. 217-30
Stowell, N. (1985) Negotiating professional socialisation:
the case of student teachers, Warwick Working Papers in
Sociology, no. 9, University of Warwick
Strauss, A.L. (1959) Mirrors and Masks, San Francisco, The
Sociology Press
Strauss, A.L., Schatzman, L., Bucher, R., Ehrlich, D. and
Sabshin, N. (1964) Psychiatric Ideologies and Institutions,
New York, Free Press
Taylor, W. (1969) Society and the Education of Teachers,
London, Faber & Faber
Taylor, J.K. and Dale, I.R. (1971) A Survey of Teachers in
their First Year of Service, Bristol, Bristol University
Publication
Thomas, W.I. (1928) The Child in America, New York, Knopf
Tropp, A. (1957) The School Teachers, London, Heinemann
Turner, G. (1983) The Social World of the Comprehensive,
London, Croom Helm
Waller, H. (1932) The Sociology of Teaching, New York, Wiley
Wax, M.L. and Wax, R. (1971) 'Great tradition, little tra-
dition and formal education',in Wax, M.L., Diamond, S. and
Gearing, F.0. (eds) Anthropological Perspectives on Edu-
cation, New York, Basic Books
Wax, R.11. (1979) 'Gender and age in fieldwork and fieldwork
education: no good thing is done by any man alone', Social
Problems,vol. 26, no.. 5, pp. 509-22
Webster, H. (1983) 'Practical teaching and partnership with
teachers', SCETT News, no. 3, London, NATFHE
Werthman, C. (1971) 'Delinquents in Schools' in Cosin, B.R.
et al. , (eds) School and Society, London, Routledge & Kegan
Paul
Westwood, L.J. (1969) 'The role of the teacher', Educational
Research, vol. 10, no. 1, pp. 21-37
532
Whiteside, T., Bernbaum, G. and Noble, C. (1969) 'Aspirations,
reality shock and entry into teaching', Sociological Review,
vol. 17, no. 3, pp. 399-414
Whyte, W.F. (1955) Street Corner Society, Chicago, University
of Chicago Press
Wilensky, H.L. (1960) 'Work, careers and social integration',
International Social Science Journal 12, reprinted in Burns,
T. (1969) (ed) Industrial Man, Harmondsworth, Penguin
Willis, P. (1977) Learning to Labour, Farnborough, Saxon House
Wilson, B. (1962) 'The teacher's role: a sociological
analysis', British Journal of Sociology, vol. 13, no. 1,
pp. 15-32
Wiseman, S. and Start, K.B. (1968) 'A follow-up of teachers
five years after completing their training ' , British Journal
of Educational Psychology, vol. 35, no. 3, pp. 342-61
Wolcott, H.F. (1982) 'Mirrors, models and monitors: educator
adaptations of the ethnographic innovation', in Spindler, G.
(ed) Doing the Ethnography of Schooling: Educational
Anthropology in Action, New York, Holt, Rinehart & Winston
Woods, P. (1977) 'Teaching for survival', in Woods, P. and
Hammersley, M. (eds) School Experience, London, Croom Helm
Woods, P. (1979) The Divided School, London, Routledge &
Kegan Paul
Woods, P. (1980a) Teacher Strategies: Explorations in the
Sociology of the School, London, Croom Helm
Woods, P. (1980b) Pupil Strategies: Explorations in the
Sociology of the School, London, Croom Helm
Woods, P. (1981) 'Strategies, commitment and identity: making
and breaking the teacher role', in Barton, L. and Walker, S.
(eds) Schools, Teachers and Teaching, Lewes, Falmer Press
Woods, P. (1983) Sociology and the School, London, Routledge
& Kegan Paul
Woods, P. (1985) 'Sociology, ethnography and teacher
practice', Teaching and Teacher Education, vol. 1, no. 1,
pp. 51-62
Woods, P. (1986) Inside Schools: Ethnography in Educational
Research, London, Routledge & Kegan Paul
Wragg 1	E.C. (1982) A Review, of Research in Teacher Education,
Windsor, NFER-Nelson
Wragg, E.C. (1984) (ed) Classroom Teaching Skills, London,
Croom Helm
533
Yates, J.W. (1982) 'Student teaching: results of a recent
survey', Educational Research, vol. 24, no. 3, pp. 212-15
Zeichner, K.M. and Grant, C.A. (1981) 'Biography and social
structure in the socialisation of student teachers: a re-
examination of the pupil control ideologies of student
teachers', Journal of Education for Teaching, vol. 7, no. 3,
pp. 298-314
